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Abstract
This quantitative study explored the relationship between transformative school principal
leadership and teacher commitment from the perspectives of teachers in the ongoing process of
educational reform and the extent to which principals’ transformational leadership practices
motivated teachers’ commitment to change. The population of this study consisted of 10 primary
schools with Grades ranging from kindergarten through Grade five. These schools are within the
emirate of Ras Al Khaimah UAE. Two instruments, the Survey of Transformational Leadership
(Edwards, Knight, Broome, & Flynn, 2010) and Organizational Commitment of Teacher sixitem scale developed by Jo (2014) were used to gather information and quantitative data, about
the transformational leadership behaviors of the school principals and teachers’ commitment to
educational reforms. The quantitative data were analyzed to find out if correlations exist between
the factors of transformational leadership and teacher commitment, and if gender and years of
experience of principals influence teacher commitment in the Ras Al Khaimah private schools
investigated. There were no significant differences in teachers' perceptions of principals’
transformational leadership based on gender or years of experience in the education sector. This
research found that there was a statistically significant relationship between the five factors of
transformational leadership and teacher commitment, that the factors of transformational
leadership influenced teacher commitment. The research findings show a principal’s
transformational leadership practices can motivate teacher commitment to change among private
primary school teachers in Ras Al Khaimah. Results in this study indicate that researchers need
to conduct further investigation on the role that transformational leadership plays in teacher
commitment to educational reform.
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Chapter Ⅰ: Introduction
Introduction to the Problem
A vital component for student achievement and performance is effective school
leadership. Fullan (1982) indicated that an essential factor in the school change process is
leadership. In the UAE, there are concerns if school leaders have the proper leadership skills
required to guarantee effective functioning and performance of schools to successfully
implement the educational reforms from UAE vision 2021 (Anderson, 2017). Many education
systems continue to struggle to sustain the standards of outstanding teaching and learning, as a
result of having underperforming teachers and ineffective school leadership (Munir & Khalil,
2016).
School systems continue to face local, state, and national accountability for school
performance and student achievement. As a result, schools now function like business
organizations with management complexities and the necessity for bottom-line results
(Anderson, 2017). By participating in transformational leadership professional development,
which has been confirmed to boost performance in educational settings (Anderson, 2017),
leaders in schools will gain knowledge and experience. Robinson (2007) asserted that
transformational leadership has mixed effects, indicating that in certain situations
transformational school leadership may not be instrumental.
The UAE education system has challenging difficulties (Gaad, Arif, & Scott, 2006;
Macpherson, Kachelhoffer, & El Nemr, 2007; Ridge, 2009; Thorne, 2011). The issues include
low achievement, lacking teaching standards, inadequate teachers, lack of teacher
professionalism and ineffective school leadership (Gaad et al., 2006; Macpherson et al., 2007;
Ridge, Farah, & Kippels, 2017; Thorne, 2011). These challenging issues encouraged the need
15

for reform and the scrutiny of the poor performance of the whole education system
(Macpherson et al., 2007; Thorne, 2011).
Al-Amiri (2012) indicated that the Abu Dhabi Education Council (ADEC) and the
Knowledge and Human Development Authority (KHDA) in Dubai were founded to ensure
successful policy implementation. The UAE government increased effort to employ Emirati
teachers. The government provided support to colleges to improve the quality of UAE schools
(Macpherson et al., 2007; Stringer & Hourani, 2015). The government continues to provide
adequate training for teachers, leading to an increase in the number of qualified teachers who
promote and facilitate mandated change and school reform (Stringer & Hourani, 2015).
The responsibilities presently assigned to primary school principals in the United Arab
Emirates (UAE) show a relationship with the components of transformational leadership. In the
UAE, primary Grades are Grades K-5. The KHDA document Guide for the Appointment of a
Principal in a Private School in Dubai describes the roles and responsibilities of a principal. A
principal ensures the school's commitment to quality education and its continued improvement.
The principal focuses on students' outcomes and ensures the vision and mission stated in the
KHDA approved plan for a new school are implemented (KHDA, 2014). The primary school
principal’s role corresponds with transformational leadership ideas.
Although previous studies on transformational leadership indicate transformational
leadership is suitable for educational reform, not many scholars have investigated the correlation
between school principals’ practice of transformational leadership and teachers’ commitment to
the implementation of educational reforms. This study will use the Survey of Transformational
Leadership (STL) scale and Organizational Commitment of Teachers Scale (OCTS) in the
educational setting to disclose the extent that school employees perceive school principals as
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being transformational in their leadership style in the Arabian Gulf context.
Background of the Study
United Arab Emirates background information. The union of the seven Trucial
Sheikdoms, which include Abu Dhabi, Dubai, Sharjah, Ajman, Umm Al Quwain, Fujairah, and
Ras Al-Khaimah, in 1971 led to the creation of a federation United Arab Emirates (UAE
Government Portal, 2019). The location of the United Arab Emirates is in the southeast of the
Arabian Peninsula. The UAE education system is somewhat new, as there were only a few
formal schools in the country in 1952 (UAE Government Portal, 2019). A school building
program commissioned in the 1960s and 1970s expanded the education system. Presently,
primary and secondary level education is universal in the UAE.
In the 2016-2017 academic year, the UAE had a total of 580 schools. One hundred
eighty-five schools were in Dubai, and 122 schools were in Abu Dhabi, with a total enrolment
of 584,932 students (United Arab Emirates Country Commercial Guides, 2017). Private
schools consist of about 60 % of UAE’s schools and make education available to almost
500,000 students (United Arab Emirates Country Commercial Guides, 2017). The UAE will
require around 175,000 extra seats by 2020, and 90% of the seats will come from the private
sector. Private sector K-12 enrollment comes from all Emirates, except for Fujairah.
Statement of the Problem
The current United Arab Emirates (UAE) educational system is going through an
extensive education reform caused by economic growth, societal development, and large-scale
governmental improvements (Litz & Scott, 2017; Morgan, 2017; Ridge & Farah, 2009; Thorne,
2011 & Warner & Burton, 2017). The UAE educational system is carrying out these changes to
enhance student achievement and improve the performance of schools (Ridge, 2009; Ridge,
17

Farah, & Kippels, 2017). Other Gulf Cooperation Council (GCC) countries are also undergoing
comparable changes like UAE schools (Morgan, 2017). The educational changes encompass
upgrading school infrastructure and resources, reviewing the curriculum, and improving
teaching methods to satisfactory standards, developing education policy, improving school
leadership practices, providing qualified teachers and making provision for supports (Morgan,
2017; Ridge & Farah, 2009; Thorne, 2011 & Warner & Burton, 2017).
All K-12 schools in the UAE have to conduct two forms of assessment of Educational
Achievement (Ridge, Farah, & Kippels, 2017; Warner & Burton, 2017), mandated by the
International Association for Evaluation to assesses Grade four and Grade eight students’
knowledge of English language, science and math concepts every four years. The Program for
International Student Assessment (PISA) is carried out every three years in the UAE. The
educational system conducts the standardized tests to give stakeholders and policymakers a
reference point for analyzing Grade four and Grade eight students’ understanding of problemsolving, mathematics, reading and science in comparison to students in education systems
around the world (Ridge, Farah, & Kippels, 2017 & Warner & Burton, 2017). The Trends in
International Mathematics and Science Study (TIMSS) and PISA give a great understanding of
national education and the right assessment approaches and tools that match the TIMSS and
PISA tests to measure student attainment and performance (Warner & Burton, 2017).
Private and public high school students in the UAE sat for the PISA international
assessment for the first time in 2009. That year, the results showed that UAE scored 421 in
mathematics, 438 in science and 431 points in reading; in 2009, the global average for
mathematics was 496, science was 501 and reading was 493. Among the Gulf Cooperation
Council (GCC) countries, the UAE scored the highest in comparison to Jordan and Qatar. But,
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the performance by UAE students was below the international average when compared to
students in the top-performing Organization for Economic Cooperation and Development
(OECD) nations such as Japan and Singapore.
The UAE uses the TIMMS, The Progress in International Reading Literacy Study
(PIRLS) and PISA results to indicate the effectiveness of schools in all education zones across
the country. School leaders and policymakers in the UAE education system, use the results to
conduct needs assessments, track student academic progress, improve the curriculum, and
provide teacher professional development (Shebandri, 2012). A close look at the instruction
time and student performance in the PISA subjects in Grades 7-9 comparison shows that many
UAE schools spend more time teaching math and language than the top PISA scoring nations
like Finland, Korea, Japan and other OECD nations (Ridge, Farah, & Kippels, 2017).
This trend is prevalent in countries in the Middle East, Africa, and South Asia.
According to Ridge, Farah, and Kippels (2017), many top-performing OECD countries allocate
more time to aesthetics and physical education. Even with the significant allocation of time to
Mathematics and English, students in the UAE continue to work towards attaining the national
agenda goals, which are to be among the top 20 countries for PISA assessments and the top 15
nations in the world for TIMMS.
Five hundred thousand Grade eight students from 72 countries across the world,
completed the PISA assessment in math, science, and reading in 2015 (Warner & Burton,
2017). The PISA result was promising as the UAE had an increase by one place in comparison
to the 2012 and 2016 assessment results. The assessment results in 2016, showed that UAE had
the 47th position among all other participating countries for mathematics (Pennington, 2016).
Warner and Burton (2017) revealed that in 2015, the performance of UAE students was below
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the PISA average in Mathematics and Science, the UAE dropped down the ranking scale by two
levels.
The PISA results showed that student performance is below expectations despite the
substantial investment in education by the government (Navdar, 2016a). The PISA assessment
results serve as a wake-up call to school leaders and policymakers that there is an urgent need to
continue seeking ways of improving the education system. The observed improvement is
negligible. The overall performance of UAE students in International assessments like TIMMS
and PISA have indicated that UAE students’ performance has not accomplished the National
Agenda goals for the education system of the nation (Warner & Burton, 2017) even with the
considerable investment on education by the Government of UAE.
A leadership paradigm that changes educational organizations and makes schools
achieve desirable results is transformational leadership (Leithwood & Jantzi, 2006). To make
education reform interventions meaningful in the UAE, the leadership practices in schools
require redesigning to meet the needs of every teacher and student. The individualized influence
component of the transformational leadership approach addresses the individual needs of
stakeholders. Transformational leadership is a suitable way to accomplish the goals of schools
in the 21st century (Leithwood & Jantzi, 2006; Ross & Gray, 2006; Sun & Leithwood, 2012);
these authors indicated that transformational leaders play a significant role in influencing their
employees by promoting and overseeing development within the school.
Though scholars have studied transformational leadership in the UAE education context,
the methodology, variable, and setting that they used were different from this proposed study.
While Sidaoui (2007) focused on the relationship between transformational leadership practices
of the school leaders and the perceived organizational culture of public universities in the UAE,
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Litz and Scott (2017) examined whether school principals in the UAE practice transformational
leadership and if school leaders and their teachers perceived principals’ leadership styles
differently from teachers and school leaders in educational settings in western countries.
Litz and Scott (2017) also ascertained how appropriate and efficient transformational
leadership is in the Middle East and the Muslim culture to provide a lot of information to
researchers in other non-western nations and different cultural backgrounds. Sidaoui (2007)
used a mixed method research design and two survey instruments, the Leadership Practice
Inventory (LPI) and Organizational Culture Inventory (OCI), and conducted phone interviews
to strengthen the quantitative data, while Litz and Scott (2017) employed a mixed methods
study using semi-structured interviews and the Kouze’s and Posner’s (2002, 2003, 2007)
theoretical framework for leadership as well as the Hofstede’s 2011 cultural framework.
Empirical evidence shows a link between transformational leadership of the school and
student academic success (Leithwood & Jantzi, 2008; Leithwood et al., 2004). However, no
previous study has been conducted within the UAE to examine how the transformational
leadership practices of school principals relate to teacher success in implementing educational
reforms and thereby increasing student achievement and improving the performance of schools
in the UAE education context. Therefore, the revealed gaps and the need for effective school
leaders make investigating how transformational leadership is characterized and implemented in
primary schools in Ras Al Khaimah, UAE essential.
Educational Change in the United Arab Emirates (UAE)
Education is one of the country’s highest priorities. The UAE has concentrated on
educating both men and women. Statistical records show that in 1975, the rate of adult literacy
was 54% among men and 31% among women. Literacy rates for both genders have increased,
21

and presently, it stands at nearly 90%.
A primary area of focus is to transform K-12 education programs to make sure that
students in the UAE are ready to compete in the global marketplace. The emphasis of education
reform in the UAE is better preparation, greater accountability, higher standards, and improved
professionalism. Also, more interactive forms of learning will replace rote instruction, and
English-language education now integrates into other subjects, such as Math and Science
(Ridge & Farah, 2009).
The ADEC, the KHDA, and The UAE Ministry of Education (MOE) are responsible for
education reform. ADEC was founded in 2005 to develop education all over the UAE. ADEC
takes an innovative approach to involve the private sector, improve and update facilities, reduce
bureaucracy, update curricula, and utilize information technology.
The UAE education system is currently experiencing remarkable change triggered by
the effects of extensive reforms of government policies as a result of the recent National
Agenda. In 2010, His Highness Sheikh Mohammed bin Rashid Al Maktoum, the Vice-President
and Prime Minister of the UAE, inaugurated the UAE Vision 2021, which has the goal of
including the UAE into among the top countries in the world by the Golden Anniversary of the
Union (Emirates Center for Strategic Studies, 2018).
The UAE National Agenda "Vision-2021" comprises six national priorities that
represent the focus sectors of government action in the years ahead. These pillars of the national
agenda include “first-rate education system, world-class healthcare, sustainable environment,
and infrastructure, a cohesive society and protected identity, safe public and fair judiciary,
competitive knowledge economy” (Emirates Center for Strategic Studies, 2018).
The primary objective of education in the UAE "Vision-2021" is to create an
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outstanding education system that positions Emirati students with the best in the world
(Emirates Center for Strategic Studies, 2018). The goal of the UAE MOE is to develop a
creative education system for all age groups that will address the needs of future labor market
demand. As a result, the MOE is committed to accountability and community partnership in the
education process by offering equal educational opportunities for all students (UAE
Government Portal, 2019). The UAE government believes that equal opportunity and access to
top-notch education is one of the fundamental rights for all Emiratis and considers education as
an essential element for the development of the nation and the best investment a country can
make is in its youth (UAE Government Portal, 2019).
Role of School Leaders
School leaders play a crucial role in leading school improvement outcomes by
enhancing teacher capabilities and motivation, along with the climate and learning environment
of the school. School leadership is now a priority in education policy agendas across many
countries because school leadership plays a critical role in improving the school’s outcomes.
In the United Arab Emirates, school leadership is an essential pillar of the National
Agenda, to motivate and make the school environment dynamic. The school leadership
performs the vital role of nurturing professional growth and developing effective leadership
within the school. School leaders, formulating a clear and appropriate vision that can invigorate
teachers and motivate students is a crucial task to success. Moreover, active and dynamic
leadership can influence the level of teachers’ commitment to their organizational performance.
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Transformational Leadership Model
Burns (1978) considered transformational leadership as a process in which leaders and
followers elevate each other to higher levels of morality and motivation. The advent of
transformational school leadership deals with the contemporary development of the significance
of school change theory (Hallinger, 2003; Leithwood, 1994).
Previous studies on transformational leadership indicate how suitable transformational
leadership is to educational reform (Gerhard Huber, 2004; Mulford, 2008). Leithwood (1992)
advised that transformational leadership is ideal for the educational setting because it empowers
teachers and provides hope, optimism, and energy while outlining how to achieve goals.
Leithwood (2002) explained that more research needs to be conducted to understand further the
school reform process and the effects of transformational leadership dimensions such as setting
direction, staff development, restructuring the school, and managing the program of instruction.
Leithwood’s statement is significant for school reform in the educational reform context of
UAE schools.
Teachers need to contend with the dilemma of teaching to achieve the UAE national
agenda, on the one hand, and improving the critical thinking skills of students (Ridge, Farah, &
Kippels, 2017). Teachers continue to face this dilemma even though the goal of UAE
educational reforms has been to foster a skills-based education that prepares students to live and
work in the 21st century (Farah & Ridge, 2009). A drawback with the implementation of
educational reform in the UAE is that the sweeping mandated changes leave limited chances for
consultation with the teachers, leading to a lack of support for educators, resistance to change
and lack of commitment to mandated reforms (Tabari, 2014).
Leadership is a vital force in the school change process (Fullan, 1982). Hoy, Miskel, and
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Tarter (2013), Leithwood, Seashore, Anderson, and Wahlstrom (2004), and Mulford (2008)
illustrated how transformational leadership is required to effectively implement mandated
reforms as a result of collaboratively creating a shared vision, building instructional capacity,
enhancing effectiveness and developing higher teaching standards. Leadership is vital to the
success of school reform because it exerts a significant influence on the entire process (AbuTineh et al., 2008; Lam, 2002; Leithwood & Jantzi, 2006).
During school improvement, transformational leadership ought to take on a vital role
(Yang, 2014). A leadership model that could effectively engage and motivate teachers to change
is transformational leadership (Leithwood, 1992). Transformational school leadership can be
useful in UAE schools, but the degree to which this leadership approach can influence teachers’
commitment to change in the UAE education setting is unclear (Litz & Scott, 2017).
Purpose of the Study
This study ascertained the extent that principals in Ras Al Khaimah, UAE, practice
transformational leadership in their schools. This study examined if a correlation exists with
teachers’ commitment to the implementation of educational reforms and transformational
leadership. An existing scale, the Survey of Transformational Leadership (STL), a global
measure of transformational leadership, was used to reveal the extent employees perceive
leaders as being transformational in their leadership style.
To date, there is an inadequate understanding of the practice of transformational
leadership in schools in Ras Al Khaimah. Given the rapid changes occurring within the
education field, it has become clear that there is a need for leadership that will encourage
innovation, question the present circumstances in schools, and empower teachers to take on
tasks and find creative solutions to problems. School principals in some Ras Al Khaimah
25

schools may employ transformational approaches; it is also probable that many principals do
not, due to barriers created by organizational factors. The primary schools in Ras Al Khaimah
can benefit from transformational practices such as creative problem solving, developing
teachers’ skills and engaging existing staff in the school reform process.
This study signifies an original attempt to understand how teachers in Ras Al Khaimah
perceive the principal's leadership approach and the effects of school leadership in the United
Arab Emirates' primary school setting. This research seeks to support leadership development
and school change practices in the United Arab Emirates school context.
Research Questions
These research questions guided this study:
RQ1: What factors serve as barriers or catalysts to the principal’s transformational
leadership approaches when implementing educational reform initiatives in the UAE?
RQ2: What transformational leadership practices impact teachers’ commitment to change?
Null hypothesis two (H02): There are no transformational leadership practices that impact
on teachers’ commitment to change.
Alternate hypothesis two (H12): There are transformational leadership practices that impact
on teachers’ commitment to change.
RQ3: What statistical differences, if any, exist in principals’ perceived transformational
leadership style based on gender?
Null hypothesis three (H03): Gender has no impact on the principals’ perceived
transformational leadership style.
Alternate hypothesis three (H13): Gender has an impact on the principals’ perceived
transformational leadership style.
26

RQ4: What statistical differences, if any, exist in principals’ perceived transformational
leadership style based on years of experience?
Null hypothesis four (H04): Years of experience has no impact on the principals’ perceived
transformational leadership style.
Alternate hypothesis four (H14): Years of experience has an impact on the principals’
perceived transformational leadership style.
RQ5: What relationship, if any, exists in teacher commitment to change based on specific
demographic factors?
Null hypothesis five (H05): There is no statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
Alternate hypothesis five (H15): There is a statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
The Significance of the Study
An exhaustive review of literature, suggested a shortage of research focusing on the
outcomes of transformational school leadership on teachers’ commitment to change in the
primary school context in Ras Al Khaimah, United Arab Emirates. Litz and Scott (2017)
recommended that the results of their study should be further researched to include studies
linked to discrepancies in perception about leadership that occur between teachers and
principals in the UAE as teachers usually perceive that principals do not practice
transformational leadership effectively. More research is essential to explore transformational
leadership in depth, especially in the changing context of primary schools in Ras Al Khaimah
United Arab Emirates. This present study aimed to address this need to contribute to a unique
part of K-12 education.
27

Secondly, teachers should become a part of the education reform implementation
process; school leaders need to allow teachers to share their views. Existing literature
emphasizes the importance of contextual factors concerning student achievement and success.
Mandating reform cannot increase teachers’ capabilities and commitment. This study provides
recommendations for policymakers on ways to involve a broader group of stakeholders in the
education reform process.
To successfully implement reform mandates and provide specific supports to schools; a
one size fits all approach is not sustainable (Cuban, 2013; Darling-Hammond, 2000; DeAngelis
& Presley, 2010; Goddard, Hoy, & Hoy, 2004). Policymakers need to contextualize factors
related to student achievement and understand the perception of teachers and school leaders.
This study has specific significance as teachers and school leaders have the responsibility of
successfully implementing educational reform mandates irrespective of the diverse educational
settings in which they operate.
This study hopes to provide teachers, the school leadership, the school board, and
policymakers with useful information on the current state of educational leadership in Ras Al
Khaimah. Tertiary institutions and government officials may be able to use the data from this
study to modify their current school leadership training courses. Ministry of Education officials
can also use the information as a starting point for principal evaluations. Schools in Ras Al
Khaimah can also use the data from the proposed study to design procedures and plans for
recruiting principals. The data from the research can serve as baseline data for school principals
to reflect on their current leadership practices. This research creates opportunities for further
studies on utilizing and implementing a transformational leadership approach in K-12 schools in
the UAE.
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Definition of Terms
The operational definitions are listed below to offer a context for understanding how the
researcher used the subsequent terms in this study.
•

Abu Dhabi Education Council (ADEC): ADEC is the monitoring body that offers
licensing and accreditation to private schools in Abu Dhabi, Al Ain, and the Western
Region. ADEC establishes the minimum standards for educational outcomes, health,
safety, and building and site requirements. ADEC works closely with the MOE to
formulate the emirate’s education plan (United Arab Emirates World Data on Education,
2011).

•

Barriers: refers to any interferences, restrictions and other factors blocking innovation
processes (Piater, 1984). Factors that negatively impact innovation processes in the
institution such as employee resistance, poor communication, weak motivation, unclear
governance structure, poor implementation history, lack of sustained leadership support
and lack of clear scope of the reform.

•

Catalysts: refers to factors that positively impact innovation processes in the institution
such as communication, enough support, buy-in to the vision, leader credibility, shared
values and ability of a leader to direct the turbulent waters of change (Herold, Fedor,
Caldwell, & Liu, 2008).

•

International school: refers to a private school that implements teaching and learning
practices, with an international curriculum.

•

Primary school: refers to a school that provides primary or elementary education for
children from the age of five to eleven.

•

Knowledge and Human Development (KHDA): established in 2007, KHDA is
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responsible for inspecting all private schools in Dubai to guarantee good quality of
education, from early learning to higher and continuing education. (KHDA 2017).
•

Organizational Commitment: refers to the affective engagement with the goals, values,
and activities of an organization by an individual (Hallinger & Lu, 2014).

•

Private school: refers to schools that follow the curricula of their homeland, but they
operate under the licensing and supervision of the Ministry of Education and Youth
(United Arab Emirates World Data on Education, 2011).

•

Reform: refers to efforts made to improve aspects of the educational system (Madsen,
Schroeder, & Irby, 2014).

•

School leaders: refers to the principal and deputy principal of private schools.

•

The Ministry of Education (MOE): The MOE oversees the education system through the
secondary school at public schools within the Northern Emirates (Ajman, Fujairah, Ras
Al Khaimah, Sharjah, and Umm Al Quwain). The MOE instigates and monitors reform
activities that focus on standards and level of education (United Arab Emirates World
Data on Education, 2011).

•

Transformational Leadership: refers to leaders who can inspire workers to go above and
beyond the performance they thought they could accomplish (Avolio, Zhu, Koh, &
Bhatia, 2004).

Assumptions and Limitations
The researcher assumed that the participants will understand how transformational
leadership is different from other leadership styles because the researcher provided participants
with information that described the qualities and components of transformational leadership so
that participants can share their perceptions about transformational leadership in primary
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schools in Ras Al Khaimah UAE.
This study was limited to private primary schools in Ras Al Khaimah United Arab
Emirates. The researcher further limited the research to the principals and teachers in Ras Al
Khaimah UAE. All information was limited to the responses of both sets of participants to
surveys.
This research restricted the study to investigate transformational leadership, based on
five core components of the Survey of Transformational Leadership (STL). The STL is a
comprehensive assessment instrument that reveals the methods to the conceptualization and
measurement of transformational leadership practices. The STL examines five core
components; four components are conceptualized as transformational domains traditionally and
include: idealized influence, inspirational motivation, individualized consideration, and
intellectual stimulation. The last element (empowerment) is not commonly measured.
Nature of the Study
This quantitative study examined the five core components of transformational
leadership that may affect the implementation of mandated school reforms in private primary
schools in Ras Al Khaimah.
Organization of the Remainder of the Study
The researcher presented a review of the literature in Chapter Two. In Chapter Three,
the researcher discussed the methodology of the study, including sampling, data collection, and
data analysis. The researcher addressed the presentation of the findings of the study in Chapter
Four and presented the results of the study in Chapter Five.
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Chapter Ⅱ: Literature Review
Introduction
For many years, the role of the principal has noticeably evolved, and there is now a
shift in focus from overseeing instruction and managing the school to being fully accountable
for student performance (Green, 2017). This study strived to investigate the relationship
between principals’ transformational leadership practices and teachers’ commitment to the
implementation of educational reforms. That principals have to meet the growing demands
placed on them with educational reform measures and increased accountability indicates the
need to examine this relationship further.
The literature review serves as a support to the development of a construct of ideas and
theory as they relate to parts within this study. This research organized a review of related
literature into three significant sections. The first section focused on exploring the concept of
educational reform. The second section was a review of transformational leadership, and the
third section examined the concept of teacher commitment to education reform.
Educational Reform
Change is a critical factor that contributes to the advancement of contemporary society
(Constantinescu, 2015). When mandated school reform is imposed on employees, they react
by resisting change (Constantinescu, 2015). Social change, like compulsory governmental
educational reform, can lead to elaborate and immediate changes in education. All stakeholders
and educational organizations need to be ready to manage change effectively. All stakeholders
in educational organizations require conditions that support them in adjusting to situations of
change formed by a learning process in an organization (Constantinescu, 2015).
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Scholars in the education field have different views linked to the terms of change and
innovation. Some scholars use the terms interchangeably, and others consider innovation as the
cause and change as the effect (Chambers, 1997; Duke, 2004). Bishop (1986) viewed innovation
as deliberate or planned. Hall and Hord (2001) contended that even when leaders plan change, it
is not possible to implement change immediately. Duke (2004) defined educational change as a
change intended to modify the goals of education to improve what students learn, and how
teachers instruct and assess students, and organize and regulate how educational functions are
managed and financed. Morris, McClelland, and Wong (1998) suggested that educational
reforms arise and develop based on macro-level (external) and micro-level (internal) factors. The
macro-level factors are the cultural, economic and political dynamics, worldwide, national and
regional influences, while the micro-level factors denote the result of the social interaction
between educators.
Change is a process rather than an outcome, and successful management of the process is
vital for the accomplishment of any change introduced. Fullan (2001) indicated that change is a
journey, rather than a blueprint that makes change chaotic, erratic and exciting. Scholars have
developed models to describe the change process including the ACOT (1991) model, Kanter’s
(1988) innovation model, Kotter’s (1996) eight-stage model, the Rogers’ (1995) diffusion model,
Havelock’s (1973) linkage model, Rand (1973) model, and Chamber’s (1997) model. These
change models differ in various ways, but they have similar elements, that consist of four phases:
discovery, design, development, and implementation (Duke, 2004).
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Complexity Theory and School Reform
Researchers have utilized different theoretical frameworks to study school reform efforts
designed to raise student achievement levels (Elmore & Burney, 1999; Fullan, 1999; Hubbard,
Mehan, & Stein, 2006; Stringfield & Datnow, 2000). The origin of complexity theory is in the
natural sciences (Kauffman, 1995; Mitchell, 2009), but researchers in the last few decades now
use complexity theory in the social sciences (Allen, 2001; Brown & Eisenhardt, 1998; Wheatley,
1999). School reform efforts have applied complexity theory (Levin & Datnow, 2012a, 2012b,
2016; Maroulis et al., 2010; Mason, 2009; O’Day, 2002; Sui, 2008). Many studies use
complexity theory to investigate school reform endeavors. Maroulis et al. (2010) used computer
simulation procedures to study the dynamics between organizations that lead to organizational
change throughout a large urban district.
Educational change is less a consequence of achieving change in one factor, but rather a
case of creating momentum in a new direction by considering as many factors as possible.
Complexity theory recommends that what it takes to transform a school’s inertial energy from a
failure ethos is an immense and sustained intervention at all possible levels until excellence in
learning develops from new interactions between the new factors, and it sustains itself
(Morrison, 2010). In this study, complexity theory provided a lens for unfolding and explaining
the reform process. The complexity theory provided a theoretical lens for describing change and
offer a guiding strategy for navigating the complicated procedures for implementing the changes.
Complexity theory represents an exit from traditional system models (Gell‐Mann, 1994;
Holland, 1998; Kauffman, 1995; Langton, 1996). Stacey (2007) indicated that complex systems
are comprised of many agents and each agent acts according to a set of rules. The rules involve
each agent, through their collaboration with other agents, to alter their actions to that of the other
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agents, creating patterns throughout the population. Complexity theory views systems at a micro
level, using the local interactions of agents. It is usually difficult to characterize individuals in
schools as adhering to one set of rules, as they share some standard features.
Equilibrium. Complexity theory can promote transformational change, but for new
structures and patterns of behavior to arise, a complex and adaptive system must not be in a state
of equilibrium, or the changes will not be permanent (Mischen & Jackson, 2008). When a
complex and adaptive system is stable, the state of stability must be disturbed by introducing
perturbations into the system and create a state of disequilibrium to create conditions for change
that lead to the rise of a new system through interactions of its internal elements (Morrison,
2002). Capra (1997) illustrated how systems can transform when they are pushed far from
equilibrium towards the point of disorder as indicated by Brown and Eisenhardt (1998). When
driven to a state of disequilibrium, complex and adaptive systems come across divergence points
that lead to self‐organization and the advent of new forms, whereby the systems return to a
modified version of the initial state of equilibrium. Systems develop in numerous ways at
divergence points, and it is not possible to predict the new form.
Self‐organization and emergence. An essential feature of all complex and adaptive
systems is self‐organizing systems that display a nonlinear interrelated connection of system
components that bring about feedback loops. Stacey (2007) suggested that the feedback loops
occur through agents that interact locally based on their principles, without a general outline for
the system they form. Local interactions established from self‐organizing systems generate
emerging patterns of behavior. The interactions that occur through the action of interconnected
elements that adjust to and develop their environment describes how the patterns emerge.
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According to Morrison (2002), emergence is the partner of self‐organization. As change
arises over time, symbiotically, it is not possible to determine the outcome in advance with any
certainty. In a complex and adaptive system such as the school organization, people are
interdependent, and no individual can specify what will happen. Stacey (2007) explained that
what happens to all of the employees will occur in the interplay of employees' intentions and no
individual can control this interplay. The strategy for change emerges in the interaction of
employee intentions.
Feedback loops. Local interactions create change in complex and adaptive systems
through feedback loops that exist between interacting elements of a system (Marion, 1999).
Mason (2009) suggested that a significant concern of complex and adaptive systems is the
relationships among the agents and elements that make up a specific and adequately complex
system. Complex and adaptive systems rely on feedback loops, so agents need to connect by
creating social networks. Daly (2010) described a social network as a group of actors related to
different links. Employees in organizations, in a social network, are interdependent because they
share the same social network. Due to the connections between employees, social network
analysis offers a viable tool for studying relationship structure between employees. A method for
understanding complex and adaptive system is to review the patterns of interactions within a
network (Cilliers, 2001; & Stacey 2001).
In organizations where employees can change, social networks can also change. The
actions of employees move through feedback loops, and feedback loops can change. In
organizations, studies of how social networks change give insights for scholars who see
organizations as complex and adaptive systems (Anderson, 1999) that can promote the
development of effective strategies for change (Daly, 2010).
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Educational Change and Complexity Theory
Hargreaves (2005) highlighted the need to develop a better understanding of how to
involve teachers in the curriculum innovation process. Knowledge of educational change,
therefore, deviates from the top-down innovation methods Van Hught (1989) conveyed to
teachers through linear, quick fix methods (Albrecht & Engel, 2007). Fullan (2004) asserted that
teachers’ understanding of lack of change is an essential element in educational change
endeavors.
There is a tendency for school leaders to manage educational reform (Hallinger, 2003)
and this leads to perceiving teachers as receivers and implementers of education reform
mandates (Day & Smethem, 2008). An outcome of this continual teacher relegation is the
ongoing perception that external stakeholders, such as the government and policymakers,
develop educational innovations that are essential to the educational change process. Many
teachers do not view improvement initiatives as an ongoing process that evolves based on a
reforming method using up-to-date knowledge and feedback derived from the organizational
contexts. Thus, many teachers do not view curriculum innovation as part of their job and have
developed inadequate knowledge and understanding of how the curriculum development process
changes (Rogers, 1995). There is a pressing need to help teachers view education reform from a
more participative view so they can play a more active role in the process of curriculum
innovation (Tabari, 2014).
The potentials of complexity theory. To reorganize educational reform in a bottom-up
style so that teachers can engage in the change process without difficulty is to apply the essential
understandings of complexity theory (Morrison, 2010). Complexity theory offers teachers and
groups of teachers the opportunity to access and engage with educational reform easily because,
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rather than generating a general rule, complexity theory formulates rules of interaction for every
individual that makes up the system (Burnes, 2005). Complexity theory offers the potential to
consider the educational reform process from a more teacher-led bottom-up perspective
(Morrison, 2010).
Complexity theory views change as a self-organizing and emergent process that is very
different from the traditional modernist understanding that perceives change as pre-planned,
linear, and specific (Turner & Baker, 2019). Self-organization and emergence offer a different
way to view order and unpredictability as complexity does not reject ideas of structure and order
(Turner & Baker, 2019). According to Biesta (2008), complexity enables us to understand
causality, order, regularity, permanence, and structure differently and offers a different
understanding of the parts of the physical and social world that seem not to be complicated.
Complexity theory researchers explain how complex systems balance, or synchronize (Davis &
Sumara, 2006), the differences between doubt and randomness while achieving their integrity
and maintaining it over time (Biesta, 2010). Modernist approaches present a centrally led, linear
approach that concentrates on predictable outcomes; complexity suggests the need to develop a
better understanding of the self-organization process as the means of inducing change (Morrison,
2010).
During the educational reform process attention needs to be directed to bottom-up, selforganizing and interactive methods that recognize outcomes as being unexpected and
probabilistic (Biesta, 2010). While complex systems can inherently self-organize and could
produce expected results in some situations, it is essential to note that these outcomes are
unpredictable and will not emerge with total certainty on every occasion (Turner & Baker, 2019).
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The UAE National Agenda Goals
The goal of the UAE Vision 2021 is to include the UAE as one of the best countries in
the world by the 50th celebration of the union in 2021. The national agenda pillars have six
national priorities that represent the focus areas of government action. The UAE National
Agenda Parameter was introduced to measure and monitor school progress (DSIB, 2016). The
UAE Vision 2021 National Agenda highlights the development of an excellent education system,
which will involve a comprehensive transformation of the present education system and teaching
methods.
The UAE vision 2021 includes eight educational objectives that will guide the UAE in
providing world-class education (UAE School Inspection Framework, 2015-2016). The purpose
of the national agenda is to enable the UAE students to be rated among the best worldwide in
reading, mathematics, and science, and to have a sound knowledge of the Arabic language.
The eight UAE National Agenda education targets are as follows:
1. Being among the 20 top achieving countries in the Program for International Student
Assessment (PISA).
2. Being one of the 15 top achieving countries in the Trends in International Mathematics
and Science Study (TIMSS).
3. Guaranteeing that all schools have high quality teachers.
4. Ensuring that all schools have very effective school leadership.
5. Guaranteeing that 90% of Year 10 Students develop high skills in the Arabic language in
the UAE NAP (National Assessment Program).
6. Ensuring that 90% of Emirati students complete their high school education.
7. Guaranteeing that 95% of children in the UAE attend pre-primary education.
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8. Ensuring that students do not need to join the university foundation program (DSIB,
2016).
Strategies for reform implementation. Patterson and Czajokowski (1979) recommend
that school leaders plan for a minimum of two years when implementing curricular reform and a
suitable strategy to execute the improvement based on teacher commitment, the observed need
for change, and other external factors that influence change. They pointed out three strategies for
reform implementation that school leaders can employ to enhance the success of reform efforts.
First is a strategy of reason that offers the faculty an understanding of the needs and objectives to
drive the present push for reform. Then school leaders can use a power strategy when the faculty
resists change directed by the school leadership. Patterson and Czajokowski (1979)
recommended that the most effective strategy for implementing reform is influence in which
school leaders use rewards to create patterns of behavior that promote reform implementation.
Fullan (1991) proposed three phases of change: initiation, implementation, and
continuation. Initiation is the process that leads to the decision to implement or continue with a
change. Implementation refers to the first few years of carrying out change; it is the first attempts
made to put the reform into practice. Continuation refers to whether the reform gets embedded as
part of the system or disappears, the latter of which is based on a decision to abandon due to an
unsuccessful implementation. Fullan indicated that some barriers or catalysts, such as the
presence of quality innovations, access to innovations, support from central administration,
teacher support, external change agents, pressure from the community, new finance policy,
problem solving, and rigid official directives, could impact each phase of the change process,
and ascertain if changes get introduced in the first phase.
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The factors that affect implementation consist of the components of the change, the
school district level factors, the school level factors, and factors external to the local system.
Neglecting the initiation and implementation problems will lead to resistance to change, and this
is usually the leading cause of the failure of educational reform. If school leaders do not
eliminate problems at the initiation and implementation phases, the reform does not progress to
the continuation phase, school leaders will not implement the improvement based on the vision,
and decision makers will reject the change.
Teachers’ role in educational change. During the implementation of school reform,
school leaders should provide teachers and staff with guidance and support (O’Sullivan, 2015).
Teacher reaction to change can influence the way schools carry out reform because teachers
make up an essential component and are significant contributors to the education reform process
(Abass, 2012; Tabari, 2014). The direct involvement of school leaders throughout the entire
process of change leads to successful reform (Zendeli, 2011). A study of the complexities of
school governance and the interdependence between a school leader and teaching staff can
provide insights linked to the effectiveness of educational reform the UAE is undergoing.
Within the school setting, teachers have the responsibility of engaging students with the
curriculum and presenting content knowledge to students. Teachers put in the highest amount of
time and energy on students (Sergiovanni, Kelleher, McCarthy, & Wirt, 2004), and school
leaders and academic staff determine the success of education reform based on the quality of the
existing relationship.
An essential factor that affects initiation and implementation of reform connects with
school policymakers and teachers (Doyle & Ponder, 1977; Fullan, 2001; Loucks, 1982; Rice,
1982; Whitaker, 1998). Loucks (1982) called for the backing of decision-makers, the individuals

41

and agencies involved, to connect external resources to implementation. Doyle and Ponder
(1977) determined the three criteria that influence teachers’ from carrying out new reform:
•

instrumentality concerns clear and unambiguous presentation of the reform practices;

•

congruence explains the level of alignment between the new reform practices and the
teachers’ present teaching philosophy and practices;

•

the amount of additional time and effort that teachers think the new practices need,
compared to the improvements the new methods will create.
Fullan (2001) described the implementation dip as a decline in performance and

confidence as employees deal with an innovation that needs new skills and understanding. The
implementation dip displays the feeling of unease with the new agendas and practices that will
delay reform.
Internal and external factors that hinder education reform. Education reform efforts
fail due to several internal and external factors (Greenfield Jr, 1995). Ediger (1998) indicated
that there are five likely points of failure when implementing reform: a) ineffective curricular
leadership, b) disagreement about the necessity for change, c) inadequate funding, d) staff
turnover, and e) collective commitment and participation. Patterson and Czajkowski (1979)
traced the point of failure of education reform back to school administration and suggested that
although the administration implements comprehensive development and planning for
curriculum reform, for various reasons many school leaders fail to supervise and ensure teacher
implementation efforts.
Whitaker (1998) indicated there are four barriers to reform: communication,
fragmentation, lack of leadership, and staff training. Duke (2004) maintained there must be good
leadership, continuous staff training, a range of talents, a culture of collaboration, flexibility, and
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stability for effective implementation of change. The study of change tends to emphasize on
making change successful based on the various perceptions of leadership, teachers’ commitment,
and the culture of the school (Cheng, 2002; Davies, 2005; Fullan, 2003; Hallinger, 1996;
Hargreaves, 2003, 2007; Leithwood & Jantzi, 2005).
Principals’ role in educational change. In the school system, the principal is
responsible for instructional leadership, curriculum supervision, student achievement, and
teacher collaboration (Sergiovanni, Kelleher, McCarthy, & Wirt, 2004; Zendeli, 2011). While
the responsibilities of a principal involve a great deal of managerial work, the principal maintains
a powerful hold on shaping and implementing the curriculum (Andero, 2000). Sergiovanni,
Kelleher, McCarthy, and Wirt (2004) indicated that a competent 21st-century principal would be
not only an educational leader but also a culture expert in a school setting that nurtures a
collaborative disposition among diverse groups of individuals.
Driving forces for change exist at the school level. Cheng (1996) demonstrated that there
are five dimensions of school leadership: cultural, educational, human, political, and structural.
School leaders play a significant role in building, influencing, and changing employees’ shared
expectations, beliefs, and values about the mission of the school, the expertise of teaching and
learning, interpersonal relationships, organization, and everyday functioning. School leaders also
assist with inspiring teachers in their jobs, and the principal’s leadership positively impacts
teacher performance in terms of job satisfaction and commitment. When teachers do not
understand or agree with educational reform, they will not show commitment. Teachers’
acceptance of the reform is vital at the initiation stage and can influence implementation.
Without the acceptance and backing of school leaders, the mandated reform will not progress
well through the process of change.
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It is possible to identify many areas of agreement among school leaders regarding a
mandated reform. School leaders may concur with the necessity for the change to meet current or
future challenges, but may not concur with the reform agenda, nor with the policies for
implementing the reform mandated by the government. The school leader may concur with or
oppose the basis, principles, and learning intention of the reform. The disagreement or agreement
of school leaders and the level of agreements among leaders provide valuable information for the
improved understanding of the reform based on the change strategies the school implements. The
commitment of teachers to change and other factors that affect, facilitate and hinder the reform.
The school principal’s role in the change process continues to gain much attention.
Numerous studies have supported the importance of school leadership to educational reforms,
school success, staff training, and school improvement (Caldwell & Spinks, 1992; Cheng, 1994;
Hallinger & Murphy, 1987; Sergiovanni, 1984). Calabrese (2002) contended that an employee’s
belief system links directly to his/her capacity to change. People will change if they understand
the rationale behind the change. When school principals agree with the change, they create
conditions for collaboration that lead to establishing a climate that utilizes the organization’s
shared consciousness to get organized for change, which inspires teachers to change.
Berman and McLaughlin (1977) suggested that innovations backed by the support of
school leaders usually succeed. Fullan (1993) showed that school leaders, the government, and
policymakers cannot mandate change because the more complex the change, the less it can be
mandated. Fullan indicated that school leaders’ acceptance and actions legitimize whether or not
a change will be taken seriously and provide teachers with psychological support and resources
(Fullan, 2001).
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Many studies in the education field indicated the vital role school leaders play, but few
studies researched the level of impact that school leaders’ have on education reforms (Cheng,
1996, 2005). The significance of roles played by stakeholders differs in the different phases of
the education reform process. For instance, the UAE government and policymakers play a rather
significant role when planning the reform while the school principal plays a more substantial role
in the initiation phase of the reform; teachers determine whether and how to implement the
reform. Although the government initiates the reform agenda, school leaders respond to the
reform agenda differently.
The Leadership of Reform
In light of the current educational system reform efforts in the United Arab Emirates, a
study of the roles and the challenges faced by leaders responsible for educational reform
provides guidance linked to the effectiveness and sustainability of the education system reform
implemented as part of UAE Vision 2021. Dagley and Gazda (1984) recognized that effective
leaders accomplish change by working with different individuals at various levels to realize the
envisioned purposeful improvements. Leadership has an essential impact on the success of the
mission and direction of an organization. Yet, what fosters the implementation of successful
reform within an educational setting beyond generating the vision and inspirational
communication by school leaders?
Culture of trust. A culture of trust is an essential factor in the successful implementation
of reform (Louis & Wahlstrom, 2011). These scholars reiterated the struggle that educators face
when an organization introduces change suddenly; the sudden change inevitably increases the
challenges faced by educators as they try to deal with and adjust to the demands faced by schools
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trying to keep up with the changes within society. School leaders and teaching staff have a
difference in perspective in connection to the range of viewpoints.
Teachers tend to hold a short-term view of the circumstances surrounding them.
Questions posed by teachers linked to education reforms reflect teachers’ concern about
immediate issues: How will such changes impact and alter my work? On the other hand,
administrators frequently overlook the direct implications of reform and have a long-term view
of the issues and the potential improvements expected from any change (Louis & Wahlstrom,
2011). Louis and Wahlstrom advised school leaders to cultivate a culture of trust to enhance the
success of reform efforts.
Effective way to run a school undergoing reform. Evans (2000) explained the
corporate misconceptions applied to school reform efforts by exploring vital components of
school culture, distinguishing educational governance and management from free enterprisedriven corporations. Evans acknowledged that a school needs to run like a business to survive.
He indicated that the school is also like a non-profit service organization, and thus the
individuals working at the school display behavior norms such as nurturing, instructing, and
counseling. The operations of a school need to become personalized by the teachers that spend
most of their day carrying out the mission of the organization.
Evans (2000) asserted that people in the education field have a strong service ethic and
want job security. Because teachers possess these traits, leaders often fail when they employ
incentives to encourage commitment to education reform because teachers understand education
as being non-competitive; they believe performance measurement is unfair, and they typically do
not think of money as an incentive that can lead to an improvement in the classroom.
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Evans (1996) provided leaders in education an opportunity to view the impact that reform
holds on stakeholders and the dynamic connection between administrators and faculty.
According to Evans, teachers who go through the process of change experience a range of
emotions such as hope for growth, fear of competency, conflict, or continuity. School leaders
need to expect both resistance and despair from the staff they seek to inspire. Evans (1993)
explained that teacher response to reform depends on their readiness for change. The integrity
and educational comprehension of leaders who initiate and lead school improvement influence
the readiness levels of people who will implement the mandated changes (Evans, 2000).
The states of the Gulf Cooperation Council (GCC) are going through a significant change
in education, and leaders in the region are investing in education and implementing educational
reforms to restructure their education systems (Al-Mahdy, Emam, & Hallinger, 2018). The
policy-led educational reforms undertaken by the GCC states have led to new expectations for
school principals who served as administrators but now have to take the responsibility of change
and become instructional leaders.
Liu (2013) emphasized that change needs to happen continuously and become the norm
in all school settings. The school leader implements and supports teachers and staff with the
execution of reform. Successful school leaders commit a significant amount of time to assist
other stakeholders through the process of school reform (Thorne, 2011). School leaders are
responsible for deciding on the effectiveness of education reform (O’Sullivan, 2015).
Communication by the school leader is essential at each stage of the reform process. School
principals must communicate with all stakeholders openly. School principals must also provide
prompt responses to all questions and concerns that stakeholders express, so they have current
information and feel involved in the shared journey of the reform process (O’Sullivan, 2015).
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Government officials convey information about change directives to members of the
public at the government level, and then information about the reform is passed down to school
principals who develop a plan to implement the enhancement and share the mandated change
with teachers (Clements, 2014). Teachers react differently to change and try to achieve reform
with different levels of enthusiasm and success. Arab countries, such as the United Arab
Emirates, carry out educational reform as comprehensive, top-down strategic plans handed out
through policies at the national level (Clement, 2014). The adoption of the top-down approach
turns teachers into negative and passive agents of change in educational institutions (Abass,
2012; Karami-Akkary et al., 2012).
Educational change makes it possible for school leaders to develop the knowledge, skills,
and viewpoints of teachers, students, and administrators (Vrabcová, 2015). When carrying out
educational reform, teachers represent a vital factor that determines how successful the school
will be in achieving innovation and continuous development (Vrabcová, 2015). Innovative
educational changes are original and indicate an aspect of an educational system in urgent need
of improvement such as legislative changes presented by the education ministry (Vrabcová,
2013).
Teachers are often resistant to change (Vrabcová, 2007, 2013, 2015). It is essential for
school leaders to give teachers and staff opportunities to share their experiences through
collaboration (Abass, 2012; Karami-Akkary et al., 2012). Resistance makes it very challenging
for educational change to occur; it is an obstacle to the successful implementation of change. If
teachers are not interested in reform, they will not willingly collaborate (Ibrahim, Al-Kaabi, &
El-Zaatari, 2013). Tabari (2014) clarified that when implementing the change, school leaders
need to guarantee that all employees buy into executing the mandated reforms. When teachers

48

are on board and agree to support the achievement of change, reform is implemented
successfully (Tabari, 2014). Policymakers in the educational system need to begin to view the
management of the change process as one that promotes inquiry and critical reﬂection of the
progress made in the reform process (Karami Akkary, 2014).
Teacher Commitment
According to Burns (1978), transformational leadership is one of the leading theories
about leadership. Burns indicated that a transformational leader typically focuses on the end
product and brings staff together to pursue goals that fit the vision of the leader; a transformation
leader finds ways to enthuse employees. Hallinger and Heck (1998) observed that
transformational leadership influences teacher commitment and student achievement levels.
Teacher commitment encompasses teachers’ shared perceptions of their overall work
environment and includes the internal features that distinguish one campus from another and
affect the behavior of its staff members (Hoy, 1990). Researching teacher commitment assists
with assessing organizational and individual behavior to make changes, if necessary (Allen,
2015).
As policymakers in the education sector place greater pressures on principals, the effect
of leadership on student achievement is evident. It is common practice in many education
systems to use rewards and sanctions to make principals accountable. These efforts highlight the
importance of transformational leadership for school principals (Conley, 1997; Fullan, 1996;
Hord, 1992; Leithwood, Tomlinson, & Genge, 1996; Ngodo, 2008; Rowold & Heinitz, 2007).
School principals need to embrace transformational leadership as it affects not only the level of
teacher commitment but also school achievement quality, student achievement, and teacher
commitment (Ibrahim, 1998).
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Research confirms that transformational leadership has a positive and significant
correlation to teachers’ perceptions of their principals and can lead to positive changes in student
outcomes (Finnigan & Stewart, 2009; Moolenaar, Daly, & Sleegers, 2010). Research also
indicates that teacher commitment has a positive influence on student achievement (Caprara,
Barbaranelli, Steca, & Malone, 2006; Ross, 1992). As only limited studies have investigated the
connection between transformational leadership and teacher commitment to educational reform,
there is a need to conduct more research.
Teacher Perception
Huppert and So (2013) asserted that teacher perceptions within the work environment are
essential to their psychological functioning. They outlined four work-related perceptions
connected to teachers’ psychological functioning: commitment to the organization, job
satisfaction, motivation, and well-being; each of these perceptions has been related to effective
teaching practices in the classroom (Holzberger, Philipp, & Kunter, 2014; Kunter et al., 2013),
teachers’ energy, and fervor in teaching (Holzberger et al., 2014; Klassen & Tze, 2014).
Need satisfaction and teachers’ perceptions. Teachers establish long term and more
involved relations with their students than in other lines of work (Klassen, Perry, & Frenzel,
2012). Existing literature confirmed that perceived autonomy support for teachers is essential for
the satisfaction of teacher needs (Klassen et al., 2012). Previous research also indicated that need
satisfaction positively impacts teacher commitment, satisfaction, and happiness at work (Fernet,
Austin, Trépanier, & Dussault, 2013; Klassen et al., 2012; Lee & Nie, 2014; Tadić, Bakker, &
Oerlemans, 2013), reduces feelings of burnout, anger, and anxiety (Fernet et al., 2013; Klassen et
al., 2012), and invariably lays a foundation for effective teaching and learning (Holzberger et al.,
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2014; Taylor, Ntoumanis, & Standage, 2008). Research also revealed that need satisfaction is
vital for job satisfaction and commitment (Lee & Nie, 2014).
Organizational Commitment
Not much consensus exists regarding the meaning of organizational commitment
(Firestone & Pennell, 1993; Mowday, Porter, & Steers, 2013; Reichers, 1985). Widespread
discussion of this construct involved an attitudinal-behavioral dichotomy that was reﬂected in
varying deﬁnitions. The behavioral deﬁnition of organizational commitment emphasized open
displays of commitment (Meyer & Allen, 1991; Mowday, Steers, & Porter, 1979). On the other
hand, the attitudinal deﬁnition of organizational commitment focused on how individuals
identify with an organization (Mowday, Porter, & Steers, 2013). Previous research indicated that
the concept of attitudinal commitment is well known (Mathieu & Zajac, 1990; Somech &
Bogler, 2002), but researchers criticized the approach for possessing an underlying deﬁnition that
was too extensive (Balfour & Wechsler, 1996; Morrow, 1983).
The ambiguity of the deﬁnition of organizational commitment may create skepticism
about research ﬁndings that suggest artificial and negative correlations between attitudinal
commitment and behaviors (Balfour & Wechsler, 1996). The attitudes of teachers may have an
indirect relationship with teachers' commitment behaviors (Bascia & Rottmann, 2011). The
notion that school organizations continue to emphasize both behaviors and attitudes as necessary
for the achievement of school goals buttressed this position (Louis, 1998). According to Day,
Elliot, and Kington (2005) qualitative data indicated that teachers regard commitment as
behavior that closely connects to a value component. This approach suggested that the concept of
commitment puts emphasis on actions that go beyond the minimum job requirements in the quest
for educational and organizational excellence (Kushman, 1992; Wiener & Gechman, 1977).
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Education researchers have made a distinction between commitment to the organization
and commitment to the profession (Billingsley & Cross, 1992; Bogler & Somech, 2004; Somech
& Bogler, 2002). Regarding the organization, teacher commitment may have different forms
based on the targets, such as the school, students, or teaching work (Firestone & Rosenblum,
1988; Louis, 1998; Razak, Darmawan, & Keeves, 2010). If behavioral patterns differ based on
the kind of commitment emphasized, the different kinds of commitment could be in conflict
(Billingsley & Cross, 1992; Firestone & Pennell, 1993; Golby, 1996). However, the results of the
meta-analysis (Wallace, 1993) indicated a moderately strong, positive association between
professional and organizational commitment, thus supporting their compatibility.
This study focused on the organizational commitment of teachers as it relates to
implementing mandated educational reform. As the quality of teacher relationships is subject to
the circumstances of individual schools, the emphasis is on organizational commitment rather
than professional commitment.
Relationships in Schools
Scholars have commonly classified the antecedents of commitment to personal,
organizational, and contextual factors (Meyer & Allen, 1991; Mowday et al., 1982; Price, 2012).
In educational research, scholars have examined different variables such as independent or
collaborative decision-making; opportunities to learn; school climate; leadership in the
organizational dimension; and job experience, school size, teacher-student ratios, and the
educational stream in the contextual aspect (Chan, Lau, Nie, Lim, & Hogan, 2008; Coladarci,
1992; Dee, Henkin, & Singleton, 2006; Hulpia, Devos, & Van Keer, 2011; Somech & Bogler,
2002).
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Relationships between members of an organization are one of the dimensions used to
measure school climate (Chan et al., 2008; Coladarci, 1992; Collie, Shapka, & Perry, 2011).
Schools handle relationships from the perspective of conﬂict among those involved with the
school (Henkin & Holliman, 2009; Owens, 2004). Hargreaves (2001) suggested that moral
distance is complicated because it implies personal closeness as a result of support and
appreciation, along with conﬂicting purposes between teachers and others. Jo (2014) examined
the essential concepts of relationships relating to the features of relational exchanges that satisfy
human needs. Berne (2011) suggested that social interaction through relationships is vital to the
survival of an individual. This conceptualization follows the notion of emotional connections
that Price (2012) described.
Jo (2014) investigated the links between teachers' relationships and teacher commitment
by using teacher emotions as a mediator to investigate indirect influences along with direct links.
Jo chose the variable structure because teachers are social-psychological individuals who
function in the context of cognition and emotional impact. A comprehensive set of teachers'
relationships were simultaneously analyzed to portray the complex relational chains about
teachers.
Jo (2014) observed that colleague relationships directly connect with teacher
commitment, though a meaningful unintended connection through emotions was not confirmed.
In opposition, Coladarci (1992) indicated that looking out for positive colleague relationships is
essential for intensifying teacher commitment as compared to positive teacher-principal
relationships. Observing that positive colleague relationships connected to enhanced teacher
commitment was consistent with earlier research findings (Chan et al., 2008; Collie et al., 2011;
Ebmeier, 2003; Lee et al., 2011; Saunders, 2013).
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The absence of meaningful links between positive colleague relationships and positive
teacher and employee emotions draws attention to the ﬁnding that teachers and employees do not
usually experience a psychological sense of community in schools and organizations (Farber,
1984; Winnubst, 2017). This finding supports the argument that relationships among colleagues
are superﬁcial (Blase, 1988) because friendships among teachers are the exception instead of the
norm (Hargreaves, 2001; Malm, 2009); many teachers are rivals (Hargreaves, 2001).
Jo (2014) found a meaningful connection between the quality of teacher-principal
relationships and the levels of teacher commitment, such that increased levels of teacher
commitment connected with improved relations with the principal. This result partly validated
the previous ﬁndings that teacher-principal relationship connected with teacher commitment
(Coladarci, 1992; Ebmeier, 2003; Grayson & Alvarez, 2008; Henkin & Holliman, 2009; Hulpia,
Devos, & Van Keer, 2011; Price, 2012). Unfortunately, previous research provided insufficient
relevant information about how emotions mediated this relationship.
The weakness of the indirect relation between teacher-principal relationships and teacher
commitment is worth consideration because previous research created mixed ﬁndings concerning
leadership and the significance of teacher emotions as a mediator. Scholars such as Hulpia et al.
(2011), Jackson, Meyer, and Wang (2013), Park (2005), and Sun (2004) pointed out that how
principals’ leadership has a substantial effect on employees' organizational commitment. Dumay
and Galand (2012), who explored the effect of transformational leadership on teacher
commitment, had a divergent view and their study revealed that the inﬂuence of principals'
leadership on culture strength in schools is affected by the amount of in-school agreement on
climate perceptions. According to Jo (2014), “loose coupling” is the weak connection, which
indicates temporariness, dissolvability, and tacitness in school organizations (Dumay & Galand,
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2012; Price, 2012; Weick, 1976). If principals and teachers relate freely in school environments,
teacher-principal relationships may inﬂuence teacher commitment.
An important finding was that both teacher emotions and teacher commitment seemed
not to link with teachers' relationships with local educational organizations. These surprising
outcomes contradicted the qualitative ﬁndings that teachers get emotionally aggravated by
educational policies (Hargreaves, 2000; Van Veen & Sleegers, 2006). A probable explanation is
that if teachers are de-professionalized by a purely top-down technical treatment of their work
(Sleegers & Wesselingh, 1995; Van Veen, Sleegers, & Van de Ven, 2005) and drained by policy
measures unrelated to their values, they may decide not to act on the directives of the educational
system (Darby, 2008; Hargreaves, 2004; Schmidt & Datnow, 2005). Kelchtermans (2005)
supported this explanation, and this validated ﬁndings that teachers appear to be more distanced
from educational reform and emotionally detached when changes do not make sense to them.
Teachers may desist from involvement in the local educational system’s demands, to escape
from becoming caught in situations that are complicated and create emotional turmoil (Blase,
1988).
Transformational Leadership and Its Components
Burns (1978) offered a thorough review of leadership and made a distinction between
various styles of leadership and highlighted two common types of leadership: transactional and
transformational. According to Burns, the relationships between the majority of leaders and
followers are usually transactional, in which the main reason for the relationship is to exchange
things considered valuable. Leaders adopt this style of leadership when trying to preserve the
existing state of affairs (Moolenaar, Daly, & Sleegers, 2010). Transactional leadership differs
from transformational leadership because it highlights the ability of a leader to spot the potential
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in an individual and ultimately involve the employee, not just the specific traits an individual
possesses.
Bass (1985) identified four essential components of transformational leadership. They are
as described as follows.
Idealized influence. Transformational leaders are role models who possess a charismatic
personality that inspires others to want to become like the leader. A transformational leader
expresses idealized influence through actions such as willingness to take risks and follow a core
set of values, beliefs and ethical principles. Idealized influence enables transformational leaders
to build trust with their employees, and this develops employee confidence in the leader.
Inspirational motivation. This component refers to the leader's ability to inspire a sense
of purpose, confidence, and to motivate employees. The transformational leader conveys a clear
vision for the future, shares expectations of the organization, and shows commitment to the set
goals. This element of transformational leadership requires that the leader possess excellent
communication skills to convey messages to followers with a sense of authority, power, and
precision. The leader needs to be continually optimistic, enthusiastic and focused on the positive.
Intellectual stimulation. A transformational leader values autonomy and creativity in
their followers. A transformational leader supports employees by making them part of the
decision-making process and supports their efforts; the transformation leaders encourage
employees to be creative and innovative problem-solvers by challenging their assumptions and
soliciting ideas without being judgmental. The leader conveys the vision in a way that enables
employees to see the big picture and do well in their efforts. Transformational leaders change the
way employees think about and approach problems and difficulties.
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Individualized consideration. Transformational leaders are aware that each employee
has specific needs and requirements, and thus the individualized consideration component of
transformational leadership identifies these needs by observing what motivates each employee. A
transformational leader uses personalized coaching and mentoring to provide opportunities for
tailored training sessions so that individual employees can grow and become content in their
positions.
According to Edwards, Knight, Broome, and Flynn (2010), idealized influence,
intellectual stimulation, inspirational motivation, individualized consideration, and
empowerment are the five core components reflecting approaches that conceptualize and
measure the leadership practices of transformational leadership. Most scholars do not measure
empowerment as a component of transformational leadership; Bass (1996) did not include it as a
core component of transformational leadership, but Yukl (1999) asserted that empowering
practices such as having consultations, the delegation of tasks, and dissemination of relevant
information support the connection of decisions to employee self-worth, and invariably, make
employees take ownership of organizational goals.
Transformational Leadership and the Process of Change
Leadership plays an essential role in the school change process (Fullan, 2007). To
effectively deal with conflicts, problems, and challenges in organizational settings, change needs
to happen (Burns, 1978). Change is pertinent to transformational leadership because change is
vital to the objectives of transformational leaders. Furthermore, transformational leadership
produces change in an organization because it best promotes the relationship between leaders
and followers (Bass, 1997; Bass, 1999; Bass & Riggio, 2006; Burns, 1978).
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Interaction and active participation are vital elements of transformational leadership that
lead to the emergence of the vision (Edwards, Knight, Broome, & Flynn, 2010). Consensus
building and the discussion of potential plans and barriers intensify accountability and buy-in
among the members of the team. Transformational leaders develop adaptive behavior in
employees such as the ability to use their imaginations for tasks, the acquisition of knowledge of
current skills, and the ability to manage challenging situations and keep diverse social
environments under control.
Effective school leaders are visionaries and agents of change and have a crucial role in
supporting the change in an organization (Beer, 1980; Flynn & Simpson, 2009).
Transformational leadership approaches successfully foster change (Herold, Fedor, Caldwell, &
Lui, 2008) in organizations and have important implications for educational reform in K-12
education programs. All levels of management within an organization can learn and adopt
transformational leadership (Bass, 1999; Bass & Avolio, 1990).
Transformational leadership has positive effects in many organizational settings (Bass,
1997). However, in some circumstances unforeseen factors and events within an organization
could affect the chances of transformational leadership success. For example, transformational
leadership has more effect in unstable settings and uses intrinsic rewards to support employee
goal progress (Howell, 1992). Given the situation of implementing the mandated reforms linked
to the national agenda in K-12 schools in the UAE, transformational leadership has the potential
to impact school improvement efforts within the UAE education context.
Yukl (1999) insisted that leadership practices that empower employees include activities
such as: consulting, delegating, sharing relevant information, implementing decisions made by
employees, and making employees feel their ideas and input are valued; these activities will help
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employees take ownership of the organization’s goals. Empowering practices connect employee
decisions to healthy self-concepts. Transformational leadership inspires employees to become
independent; challenging tasks enhance employee job satisfaction (Bass, 2010; Bass & Riggio,
2006; Chi & Huang, 2014).
Many scholars claim that leadership in schools is a collaborative process and not a
process where only school leaders inspire employees. Shared encouragement between leaders
and employees leads to a conceptual change in the knowledge about educational leadership. To
attain the goals of the school, school principals require active participation from members of
their staff and transformational leadership strongly links with this concept. Hallinger (2003)
asserted that school leaders that utilize bottom-up approaches to bring about educational reform
implement transformational leadership styles.
Transformational Leadership in the Educational Sector
Transformational leadership for effective implementation of education reform.
Policymakers with the goal of reforming schools create extensive changes as they believe that
the successful implementation of the policies they develop connects to the character and value of
the leadership, especially at the school (Leithwood & Jantzi, 2006). It is essential to create
successful leaders at the local level because school leadership has extensive effects on school
conditions and student education (Hallinger, 2003).
Sun and Leithwood (2012) highlighted the various features of transformational leaders in
education, such as instructional and managerial leadership, in contrast to earlier leadership
theories adopted by schools, such as contingency, situational and trait theories. Instructional and
transformational leadership theories focus on how school leaders and teachers achieve positive
results in schools. Therefore, schools in the UAE need to improve and continually ensure schools
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attain their student achievement goals. Schools undergoing educational reform in the UAE
primary school context need to develop staff performance based on school effectiveness that
requires mental models, a shared vision, personal mastery, team learning, and systems thinking
(Hargis, 2018).
The instructional leadership approach stemmed from studies on effective schools that
focused on curriculum and instruction from the school principal as a distinguishing feature of
successful elementary schools in poor urban areas (Hallinger, 2003). The instructional leadership
model circulated assumptions about successful principal leadership, and many school principals
adopted the instructional leadership model in the 1980s and early 1990s worldwide. In the 1990s,
researchers in educational leadership discovered new terms like distributed leadership, shared
leadership, transformational leadership, and teacher leadership (Hallinger, 2003). Researchers
conducted many studies on instructional and transformational leadership approaches and
substantial development has occurred over the years. However, effective leadership still needs
more research at the school level to comprehend the elements and form of leadership necessary
to lead schools properly.
Many scholars explained that transformational leadership is suitable for school reform.
According to Leithwood, Patten, and Jantzi (2010), this leadership method seeks to raise the
competence of an individual committed to the goals of the school organization. Enhanced
approaches and dedication create extra effort and better productivity. These authors explained
that school leaders practicing the transformational leadership approach set the focus of the school
by creating the vision, formulating comprehensive and attainable objectives, and building highperformance intentional plans.
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Transformational leaders also build competency in school employees through scholarly
encouragement, providing personal support, and modeling specific actions and standards. Thus,
the school leader develops a school culture in which collaboration is predominant, and creates
school structures that encourage the participation of all employees in making decisions on
educational problems. School principals are responsible for developing a suitable environment
for teachers to accomplish the goals of the school.
Kouzes & Posner (2006) explained that transformational leadership has a positive
correlation with how effectively principals carry out the educational change. A study conducted
in Jordan by Abu-Tineh, Khasawneh, and Al-Omari (2008) examined the extent to which
Jordanian school principals practiced transformational leadership using the Kouzes and Posner
(2006) Transformational Leadership Model. Currently, schools in Jordan need to efficiently
implement Jordan’s mandated education reforms imposed by the school management and
education policymakers. The Kouzes and Posner model offers guidance on how to lead and
provides strategies for managing the necessary reform for school principals in Jordan (AbuTineh, Khasawneh, & Al-Omari, 2008). The researchers discovered that school principals in
Jordan were moderately applying the transformational leadership practices highlighted in Kouzes
and Posner's model (Abu-Tineh, Khasawneh, & Al-Omari, 2008).
Bass and Riggio (2006) noted that employees who are involved with transformational
leadership display commitment to schools that is evidenced by the degree of attachment
employees display to the leader or team. Transformational leaders influence the attitudes of
teachers by creating a vision for the future, encouraging, inspiring, offering individual support
through coaching, and by creating intellectual challenges.
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In the educational context, researchers also identified a positive relationship between
transformational leadership and student achievement. Effective schools display clear
organizational goals, effective leadership and activities, set high expectations, maximize
instructional time, frequently follow up on student improvement, and boost relationships
between home and school. Therefore, the majority of the researchers indicated a positive
relationship between principal leadership and student achievement.
On the whole, the ability of a principal to utilize the constructs of transformational
leadership, such as setting a clear vision, modeling behaviors, encouraging commitment, giving
individual support, intellectually inspiring employees, and maintaining improved performance
positions, can alter the culture of the school, which improves school staff retention rates. School
effectiveness happens when the principal enthusiastically plans and implements the required
change. Transformational school leaders emphasize the need to alter school environments
positively.
The link between transformational leadership and school effectiveness. Sharma
(2010) asserted that school leaders play an essential in ensuring that educational institutions
function effectively from right from goal setting to goal accomplishment. Minadzi and Kankam
(2016) indicated that effective school leadership is a critical component of ensuring and
supporting school achievement. Matthews and Crow (2003) observed that the demand for
improving student achievement places an extraordinary level of public scrutiny on the job
performance of principals. Standardized student achievement tests have been used as a method of
measuring the performance of principals (Kavanaugh, 2005). This method generates pressure on
principals because of the demands concerning the level of accountability and standardized
testing. To overcome future challenges, school principals, staff, parents, and the community
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overall have to work together, sharing a vision of how to support students to achieve the
educational goals (Lunenburg & Irby, 2014).
Transformational Leadership and Student Achievement
Beach and Reinhartz (2000) affirmed that transformational leadership is essential in
meeting the challenges facing schools in the 21st century. Transformational leaders provide
individual attention to the employee and offer opportunities for individuals to succeed and
develop in an empathetic environment. Research validated that the transformational leadership
style is appropriate for accomplishing school reform seeking to enhance student learning
outcomes (Day, Harris, & Hadfield, 2001; Eyal & Kark, 2004; Leithwood & Jantzi, 2007). Chin
(2007) analyzed 28 unpublished studies and established that transformational school leadership
had positive and substantial effects on student achievement.
Finnigan and Stewart (2009) individually researched transformational leadership and
their findings indicated that transformational leadership had an indirect impact on student
achievement. Research showed that principal leadership could have a substantial but inferred
effect on student performance (Marzano, Waters, & McNulty, 2005; Robinson, Lloyd, & Rows,
2008). Leithwood and Jantzi (2005) suggested that transformational leadership impacts academic
performance and students’ engagement. Although the impact of transformational leadership on
academic achievement was mixed, the effect leaned towards being positive. The effect of
transformational leadership on student engagement was consistently positive.
Sun and Leithwood (2009) revealed that transformational leadership influences teachers’
emotions, beliefs, practices, school conditions, and student achievement. From the 24 studies
conducted, 19 studies showed that transformational school leadership affected five forms of
student outcomes: achievement, attendance, college-going rates, dropout rates, and graduation
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rates. Based on statewide achievement tests, transformational school leadership had slight but
significant positive effects on student achievement.
Leithwood and Jantzi (2007) ascertained that school systems planning reform initiatives
preferred the transformational leadership model. Transformational leadership is also the
leadership style schools choose when managing school crises. When handling challenging
situations, principals have to take risks and act as role models (Bass & Riggio, 2006).
Transformational leaders value school crises by building a shared vision and motivating teachers
to be committed to the goals of the organization (Leithwood & Jantzi, 2007).
Heck and Hallinger (2005) and Hallinger (2005) also observed that a principal could
indirectly influence classroom instruction by developing the school climate but not through
direct supervision of teaching practices. When the behavior of the principal is supportive,
collegial, and unrestrictive, there is a positive effect on student achievement (Tschannen-Moran
& Tschannen-Moran, 2011).
When the principal directs resources and attention to the improvement of the school and
develops a shared vision, positive changes materialize in student outcomes (Finnigan & Stewart,
2009). Hallinger (2005) ascertained that principals who generate strategies and activities that
support the school’s mission and focus on academic emphasis are successful in leading
employees; those principals also notice an increased improvement in student outcomes.
Onorato (2013) indicated that principals could significantly influence student
achievement when they are aware of the particular behaviors that affect teachers. Principals who
focus on building organizational capacity in ways that are culturally appropriate favorably
impact student achievement (Mulford et al., 2008; Murakami-Ramalho, Garza, & Merchant,
2010). Principals who demonstrate transformational characteristics foster conditions for school
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improvement by promoting teacher engagement in professional learning that impacts student
achievement.
Silva, White, and Yoshida (2011) established that when principals engage in discussions
with students about their possible reading achievement, students meet their set goals on the state
assessment. When principals model the skills required to be competent readers and promote the
development of critical thinking strategies to set a positive example for students, this influences
the level of reading achievement among students.
Previous research suggested a similar occurrence in mathematics achievement
(Braughton & Riley, 1991; Finnigan & Stewart, 2009; Hallinger & Heck, 1996; Robinson et al.,
2008). A principal can indirectly influence reading achievement by trusting in a teacher’s skills
and inspiring the teacher to develop creative instructional strategies.
Principals should consider their interactions with students and teachers to discover more
opportunities to impact student achievement. Heck and Hallinger (2005), Finnigan and Stewart
(2009), Jacobson et al. (2005), Mulford et al. (2008), and Ramalho, Garza, and Merchant (2010)
indicated that a principal’s transformational leadership characteristics do not have a direct
influence on student achievement.
Previous research (Finnigan & Stewart, 2009; Hallinger & Heck, 1996; Robinson, Lloyd,
& Rowe, 2008) has established that leadership, especially transformational leadership, indirectly
influences student achievement. When a principal builds trust with teachers and treats them as
professionals, teachers perform beyond expectations in the school environment and use their
knowledge and skills to deliver outstanding instruction to students.
Presently, school principals in UAE primary schools are required to display
transformational leadership practices to enhance teaching and learning. Al-Mahdy, Emam, and
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Hallinger (2018) indicated that school principals in the GCC need further education to reshape
their beliefs and attitudes regarding their role in working with teachers. As Oman, UAE, and
other Arab states are strong hierarchical societies, the researchers warn that signiﬁcant changes
will only happen if school principals get explicit support at the system level.
Conceptual Framework
The researcher based the conceptual framework on three connected key concepts:
transformational leadership, commitment to change, and educational reform — the visual
representation of the conceptual framework of the dissertation are below.

Barriers

Transformational
Leadership

Catalysts

External:
Policymakers
Others

Commitment
To
Reforms

Internal:
Teachers
Students

Educational
Reform

Positive
Outcomes

Figure 1. The conceptual framework
The conceptual framework shows that transformational leadership can lead to commitment to
change, and barriers and catalysts also influence transformational leadership. Stakeholders who
are impacted by the change include teachers, students, and policymakers. The educational
reforms affect students directly while teachers and policymakers provide support to students.
The next sections will illustrate the relationship between these concepts.
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Definition of Commitment
According to Bass (1998) and Yukl (2010) commitment is the total agreement from the
heart to carry out tasks. Bass also refers to loyalty and attachment to the organization when he
considers the term commitment. Hoy and Sabo (1998) defined teacher commitment as the
behavior teacher’s exhibit that enables students to develop intellectual and social abilities to
make sure students succeed in schools. Teacher commitment involves the commitment to the
school’s mission by agreeing and identifying with the goals and values of the organization
(Riehl and Sipple, 1996). Commitment also involves developing community partnerships by
engaging parents in the process of education of their children. Commitment is also the
willingness to put in an effort for the organization.
Transformational Leadership and Teacher Commitment to Educational Reform
Commitment denotes an employee’s level of involvement within the organization. An
understanding of teachers’ level of commitment is essential because it reflects teachers’
interpretation of the extent to which their job experience is engaging and meaningful.
Commitment describes an outcome in which an employee agrees with a decision or mandate
and makes a remarkable effort to carry out that decision or mandate effectively (Yukl, 2013).
For multifaceted and complicated tasks, commitment is required to achieve a successful
outcome from the viewpoint of the leader who influences effort (Yukl, 2013).
Research shows that leaders who possess more self-efficacy to communicate show
exceptional performance expectations to students and teachers (Tschannen-Moran, & Gareis
2007; Leithwood & Jantzi, 2008). Eventually, the expectations of leaders begin to develop
collective efficacy and organizational commitment of teachers (Aydin et al., 2013; Geijsel et
al., 2003; Ross and Gray, 2006; Tschannen-Moran and Gareis, 2004). Affective commitment
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theoretically and empirically relates to transformational leadership (Herold, Fedor, Caldwell, &
Liu, 2008). Shamir, House, and Arthur (1993) indicate transformational leaders intensify
followers’ performance, as a result of the effect they have on how followers identify with the
group and internalize the group’s values. According to Bycio, Hackett, & Allen (1995),
evidence indicates that transformational leadership positively relates to affective commitment,
association, and connection to the group (Shamir et al., 1993).
A substantial amount of research has explored the connection between principal
leadership and teacher commitment (Geijsel et al., 2003; Hallinger & Lu, 2014; Marshall,
2015; Ross & Gray, 2006), and these studies confirm that different leadership approaches such
as distributed, instructional, and transformational, can positively impact the organizational
commitment of teachers (Hallinger & Lu, 2014; Marshall, 2015).
Research shows that a positive relationship exists between the level of transformational
leadership and employees’ commitment to the organization (Bass & Riggio, 2006; Koh, Steers,
& Terborg, 1995) and to the leader (Kark & Shamir, 2013), and very little research evidence
exists relating to the relationship between transformational leadership and individuals’
commitment to specific attempts to implement change. Previous research indicates that teacher
commitment has a significant correlation with teacher effectiveness (Ebmeier, 2003; Ross,
1992) and student learning (Caprara et al., 2006; Fancera & Bliss, 2011; Goddard et al., 2000,
2004; Leithwood & Jantzi, 2008).
Factors that influence school effectiveness and organization are leadership and teacher
commitment (Day 2000; Fullan, 2002). School leadership significantly affects teachers’ levels
of commitment to and engagement with newly introduced initiatives and reforms. Principals
can sustain teachers’ commitment by paying attention to teachers’ personal and school context
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factors. The principal has the responsibility for dealing with elements within the school system
that reduce teacher commitment (Day et al., 2005).
Summary
Two concepts that collectively contribute to the overall success of educational reform
are transformative leadership and teacher commitment. Many reform efforts intend to align
content, teaching, and assessment. The probability of educational reforms being successful is
unlikely unless teachers buy-in and embrace the educational changes. Transformative leaders
are essential for enhancing the effectiveness of an organization. An approach for increasing
school effectiveness is to ascertain the traits transformative principal leaders and match them
up with factors that promote teacher commitment.
The preliminary review of the literature provides ample evidence pointing out that
transformative leadership and teacher commitment to change are connected. Making attempts
to understand one concept without a good grasp of the other concept will not achieve the
preferred outcomes. Irrespective of the efforts of the most accomplished leaders in schools,
achieving school goals depends mainly on an understanding of the sources, nature, and
development of a teacher’s commitment (Danetta, 2002). Therefore, school leaders must have
a thorough understanding of their role in promoting teacher commitment to educational reform,
as well as the appreciation of the leadership approach that is most appropriate for supporting
teacher commitment. The anticipation is that this study will add to this body of knowledge and
support schools in the process of choosing the most exceptional leaders to improve the
effectiveness of the organization.
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Chapter III: Methodology
This correlational study sought to investigate the relationship between transformational
leadership practices of primary school principals and the perceived commitment of teachers in
implementing educational reforms of private primary schools in the UAE. The study also
evaluated how decisions and leadership practices of primary school principals are predictive of
commitment or resistance to mandated educational reforms, which are driven by the UAE
national agenda.
Philosophy and Justification
This research used a quantitative research model and employed a cross-sectional
survey research design to identify teachers’ in Ras Al Khaimah private school’s perception of
the school principal’s role in leading successful reform. The study aimed to examine which
specific factors contribute to principals’ successful implementation of educational reform.
The study surveyed teachers currently implementing the UAE national agenda education goals
in private primary schools in Ras Al Khaimah. This study collected data from participants
using two surveys, the Survey of Transformational Leadership (STL) and the Organizational
Commitment of Teachers Scale (OCTS).
A pre-existing instrument, the Survey of Transformational Leadership (STL; Edwards,
Knight, Broome, & Flynn, 2010) was used to gather information about the transformational
leadership behaviors of the school principals in Ras Al Khaimah. The researcher employed the
Organizational Commitment of Teacher six-item scale developed by Jo (2014) to collect data
about teachers' commitment to educational reforms.
This study would benefit school principals in the UAE leading the National agenda
education reforms by highlighting the factors that serve as barriers or catalysts to principal’s
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transformational leadership approaches when implementing educational reform initiatives in the
UAE. The study also provides information for school principals to reflect on their present
leadership practices. Data from this study will be useful for teacher preparation programs when
modifying school leadership training courses in the UAE.
The population of the study included teachers and principals working in private primary
schools in Ras Al Khaimah. The researcher collected the data for the proposed research from 10
private primary schools selected from among the 33 private primary schools in Ras Al Khaimah
using simple random sampling method. Data were analyzed using Pearson’s product-moment
correlation analysis, t-test, and one-way analysis of variance (ANOVA) tests.
The methodology chapter has five sections. The first section reiterates the research
questions and hypotheses. The second section states the characteristics of the subjects who took
part in this quantitative research. The third section explains the measurement instruments that
were used to collect data and investigate the research questions. The fourth section runs through
the procedures that were used to gather the data. The last section of the chapter describes the
methods for analyzing data with the Statistical Package for the Social Sciences (SPSS). The
researcher administered the instruments to principals and teachers from the schools that
volunteered to take part in the study.
School leaders and teachers face many difficulties when implementing educational
reforms. This study examined in detail the attributes principals with the transformational
leadership approach have that enable them to support teachers to implement educational changes
compared to principals who do not adopt transformational leadership practices.
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Restatement of Purpose
This study examined the transformational leadership practices of principals to find out if
there is a correlation with teachers’ commitment to the implementation of educational reforms.
The study examined teachers’ perception of the school principal’s leadership style.
This research examined the extent to which school principals in Ras Al Khaimah practice
transformational leadership in their schools. The researcher used the existing STL scale, a global
measure of transformational leadership used to reveal the extent employees perceive leaders as
being transformational in their leadership style.
This study also investigated whether transformational leadership practices can prepare
school teachers to implement mandated reform in the United Arab Emirates School Context.
Research Questions
RQ1: What factors serve as barriers or catalysts to the principal’s transformational
leadership approaches when implementing educational reform initiatives in the UAE?
RQ2: What transformational leadership practices impact teachers’ commitment to
change?
Null hypothesis two (H02): There are no transformational leadership practices that
impact on teachers’ commitment to change.
Alternate hypothesis two (H12): There are transformational leadership practices that
impact on teachers’ commitment to change.
RQ3: What statistical differences, if any, exist in principals’ perceived
transformational leadership style based on gender?
Null hypothesis three (H03): Gender has no impact on the principals’ perceived
transformational leadership style.
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Alternate hypothesis three (H13): Gender has an impact on the principals’ perceived
transformational leadership style.
RQ4: What statistical differences, if any, exist in principals’ perceived
transformational leadership style based on years of experience?
Null hypothesis four (H04): Years of experience has no impact on the principals’
perceived transformational leadership style.
Alternate hypothesis four (H14): Years of experience has an impact on the principals’
perceived transformational leadership style.
RQ5: What relationship, if any, exists in teacher commitment to change based on
specific demographic factors?
Null hypothesis five (H05): There is no statistical difference in the relationship
between teacher commitment to change based on specific demographic factors.
Alternate hypothesis five (H15): There is a statistical difference in the relationship
between teacher commitment to change based on specific demographic factors.
Transformation Leadership Components
Transformational leadership is a process that leads to advancement between leaders and
employees that has a positive impact on the effectiveness of an organization (Burns, 1978). The
transformational leadership theory assumes that employees will follow a leader who shows
charismatic behaviors, inspires employees, leads with a clear vision and passion, and offers
intellectual stimulation (Bass, 1990). Transformational leaders provide support to enable
employees to reach their full potential and create higher performance levels (Bass & Avolio,
1990).
This study investigated transformational leadership theory because academic school
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principals are part of the team of leaders responsible for leading the UAE in attaining the
national agenda educational goals. The Survey of transformational leadership (STL) instrument
views leadership as a set of measurable behaviors that can be learned and taught and enables
individuals and organizations to assess and measure their competencies as leaders (Edwards,
Knight, Broome, & Flynn, 2010).
Variables
The independent variables for the study are transformational leadership practices, while the
dependent variable is teacher commitment to educational reform. The variables analyzed in this
study are discrete and continuous. Demographic variables are as follows: The researcher
acknowledged gender as a single item that has two categories: a) male, and b) female. Years of
experience was measured on an ordinal scale by one item with five categories: a) < 1 year, b) 1
to 3 years, c) 4 to 5 years, d) 6 to 10 years, e) 11 to 15 years, f) 16 to 20 years, g) 21+ years.
The Survey of Transformational Leadership
The Survey of Transformational Leadership (STL) is an assessment instrument that
thoroughly reveals the approaches to the conceptualization and measurement of transformational
practices (Edwards, Knight, Broome, & Flynn, 2010). The STL instrument considers leadership
as a measurable, learnable, and teachable set of behaviors. The STL (Edwards, Knight, Broome,
& Flynn, 2010) was used to measure the independent variable transformational leadership
practices in this study.
The STL enables people and organizations to measure the competencies of leadership by
exploring five core components, four of which are usually conceptualized as domains of
transformational leadership: idealized influence, intellectual stimulation, inspirational
motivation, and individualized consideration; the fifth component, empowerment, is infrequently
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measured (Edwards, Knight, Broome, & Flynn, 2010). The STL includes items that focus on
each theme to permit differentiation between leaders based on the use of specific strategies.
Given specific leader practices, the STL examines conceptual themes within each of the
five core transformational leadership components (Edwards, Knight, Broome, & Flynn, 2010).
Also, the instrument assists leaders with assessing the extent to which they use the
transformational leadership approaches and thereby develop improvement plans (Bass & Avolio,
1997; Edwards, Knight, Broome, & Flynn, 2010; Kouzes & Posner, 1993). Figure 2 describes
the leadership components.
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Figure 2. Five leadership components from the Survey of Transformational Leadership (STL).
From Edwards, J. R., Knight, D. K., Broome, K. M., & Flynn, P. M. (2010). The Development
and Validation of a Transformational Leadership Survey for Substance Use Treatment Programs.
Substance Use & Misuse, 45(9), 1279–1302.
The researcher analyzed data from the questionnaire to find out the extent to which
school principals in Ras Al Khaimah practice transformational leadership in their schools.
The STL was used to gather data about every principal’s transformational leadership
practices. The researcher used a five-point Likert scale to measure the 96 statements for the
matching empirical themes under each leadership component (Edwards, Knight, Broome, &
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Flynn, 2010). The highest value on the Likert scale is 5, and this shows a more significant
demonstration of leadership practice. Table 1 shows the essential descriptors for transformational
leadership components.
Table 1
Descriptors for Transformational Leadership Components
Descriptors for Transformational Leadership Components
Core Components

Descriptors for themes of Transformational Leadership

Idealized Influence

Character; integrity; taking sensible risks

Intellectual Stimulation

Encouraging innovation; demonstrating innovation

Inspirational Motivation

Prepares for change; develops a mission; promotes the vision

Individualized Consideration

Develops others; supports others

Empowerment

Task delegation; expect excellence; high expectations

Validity and Reliability
Edwards, Knight, Broome, and Flynn (2010) developed and established psychometrics
for the Survey of Transformational Leadership by utilizing focus groups, factor analysis, and
validation instruments. An assessment battery made up of carefully selected items from the
Attributes of Leader Behavior Questionnaire (ALBQ), Multifactor Leadership Questionnaire
(MLQ), and Survey of Organizational Functioning (SOF) and the Survey of Transformational
Leadership (STL), were used to create and validate the new transformational leadership tool.
Edwards, Knight, Broome, and Flynn (2010) used factor analysis, focus groups, and validation
instruments, to develop and establish psychometrics for the Survey of Transformational
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Leadership by evaluating clinical directors on leadership practices by 214 counselors in 57
programs in four regions in the United States. The study represents both genders.
To consider the reliability and validity of the Survey of Transformational Leadership
Edwards, Knight, Broome, and Flynn (2010) evaluated the instrument in two stages: first-order
analysis on the STL core components and second-order analysis on transformational leadership.
For the first order analysis, the authors of the study held three focus groups that included
counselors and directors from two agencies within outpatient substance use treatment in the Gulf
Coast. During the First-Order Analysis of STL Core Components, Edwards, Knight, Broome,
and Flynn (2010) conducted separate exploratory factor analyses within each of the five firstorder conceptual core components. For the second-order analysis Edwards, Knight, Broome, and
Flynn (2010) contacted and surveyed counselors with direct client contact from outpatient
substance use treatment programs currently involved in the Treatment Costs and Organizational
Monitoring for Programs located in four geographic regions of the United States including the
Northwest, the Gulf Coast, the Southeast, and the Great Lakes.
According to Edwards, Knight, Broome, and Flynn (2010), the alpha coefficient to
measure the internal consistency of the scale had scores ranging from 0.84 (Supports others) to
0.97 (Inspirational Motivation). The high coefficients derived backs the conclusion that firstorder transformational leadership practices are measured reliably by STL. Convergent and
Criterion-Related Validity: Cronbach alpha coefficient to validate factors ranged between 0.94
and 0.88.
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Figure 3. Core Components and Themes of Transformational Leadership.
From Edwards, J. R., Knight, D. K., Broome, K. M., & Flynn, P. M. (2010). The Development
and Validation of a Transformational Leadership Survey for Substance Use Treatment Programs.
Substance Use & Misuse, 45(9), 1279–1302.
Each transformational leadership component has a description of the component, the
number of survey items per component, and the reliability for each component represented using
a Cronbach’s alpha coefficient. The five leadership component variables from the STL
instrument will be analyzed, as shown in Table 2. The five leadership components each
correspond with statements from the empirical themes.
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Table 2
The Five Leadership Component Variables of the Survey of Transformational Leadership
Instrument.
Transformational Leadership Components and Matching Statements
Leadership Component

Matching Statement Numbers

Idealized Influence

1, 10, 16, 17, 21, 27, 31, 37, 42, 47, 53, 64, 69, 73, 76, 82, 88,
92, 94
2, 11, 17, 22, 28, 38, 48, 54, 59, 70, 77, 79, 81, 84, 86, 95

Intellectual Stimulation

Individualized Consideration

3, 12, 15, 19, 23, 26, 29, 33, 36, 39, 41, 43, 46, 49, 52, 57, 60,
63, 66, 71, 75, 83, 89, 91
4, 13, 34, 50, 61, 67, 85, 87

Empowerment

5, 9, 20, 25, 30, 35, 40, 45, 51, 56, 62, 68, 72,78, 80, 93, 96

Inspirational Motivation

Note. Edwards, J. R., Knight, D. K., Broome, K. M., & Flynn, P. M. (2010). The Development
and Validation of a Transformational Leadership Survey for Substance Use Treatment Programs.
Substance Use & Misuse, 45(9), 1279–1302.
The first leadership component, idealized influence, involves a leader’s ability to express
self-determination (Shamir, Arthur, & House, 2018), honesty, and openness (Alban-Metcalfe &
Alimo-Metcalfe, 2016), and take reasonable risks in situations where 100% possibility of success
is not guaranteed (Conger & Kanungo, 1994; Sashkin & Sashkin, 2003). The leader places
importance on employees’ beliefs and always acts with them (Bass & Avolio, 1990). A leader
with idealized influence gains the trust of subordinates, beyond their respect and pride (Sashkin
& Sashkin, 2003; Yukl, 1999). Idealized influence reduces stress and burnout in the place of
work (Seltzer et al., 1989). This transformational leadership component has 19 items, and the
Cronbach’s alpha coefficient for the two observed empirical themes under this transformational
component is 0.862 for integrity and 0.831 for sensible risk.
The second leadership component involves creating intellectual stimulation by
encouraging employees to question their usual ways of carrying out tasks by trying new things
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and engaging employees in the process of discovering and sharing remedies to common
problems (Podsakoff, MacKenzie, Moorman, & Fetter,1990). The leader stimulates new ideas by
assessing the environment for innovative opportunities (Conger & Kanungo, 1998; Yukl, 1999)
as well as limitations and opportunities inside and outside of the organization (Conger &
Kanungo, 1994). The intellectual stimulation component has 16 items, and the Cronbach’s alpha
coefficient for the two observed empirical themes under this transformational leadership
component is 0.864 for encourages innovation and 0.783 for demonstrates innovation.
The third leadership component, inspirational motivation, involves getting employees
ready for change and conveying confidence, enthusiasm, and positivity in accomplishing the
vision (Alimo-Metcalfe & Alban-Metcalfe, 2005; Avolio & Bass, 2004). Transformational
leaders create a vision that gives employees meaning and challenge to their specific
organizational tasks (Bass & Riggio, 2006) and this leads to more commitment to the leader
(King & Anderson, 1990), fewer reports of employees leaving the job (Vancouver & Schmitt,
1991), and improvements in performance (Barling, Louglin, & Kelloway, 2002). The
inspirational motivation component has 24 items, and the Cronbach’s alpha coefficient for this
observed empirical theme is 0.882.
The fourth leadership component, individualized consideration, is linked with improving
skills and expressing self-efficacy (Yukl, 1999) as well as with increasing employee commitment
and task competency by providing opportunities for professional development (Bass & Riggio,
2006). The leader respects employees as individuals and this leads to less adverse reactions to
organizational change (Rafferty & Griffin, 2006). The individualized consideration component
has eight items, and the Cronbach’s alpha coefficient for develops others is 0.874 and for
supports others is 0.741.
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The final leadership component, empowerment, is a characteristic of leaders who set
high-performance expectations for their employees and show confidence that employees can
perform and complete tasks (Podsakoff et al., 1990). To conceptualize transformational
leadership as participatory and directive, Bass (1996) left out empowerment as a core
component, but Yukl (1999) argued that empowering practices such as consulting, delegating
and communicating relevant information help connect decisions to employees’ self-worth,
consequently leading to ownership of common goals. The empowerment component has 17
items, and the Cronbach’s alpha coefficient for the two observed empirical themes under this
transformational component is 0.862 for task delegation and 0.496 for expects excellence.
The Organizational Commitment of Teacher Scale
The Organizational Commitment of Teacher Scale (OCTS) is a six-item scale designed by
Jo (2014), to measure teachers’ commitment to their profession and school. The study
investigated the connections between teachers' relationships and teacher commitment, and the
mediating role of teacher emotions. This instrument has six items that assess teachers'
commitment to their organization. Existing scales and related literature were used to develop the
items on the scale (Katz & Kahn, 1966; Konovsky & Organ, 1996; Somech & Drach-Zahavy,
2000; Wiener & Gechman, 1977).
The developed scales consist of behaviors like additional energy investment, acceptance of
more extensive responsibilities, setting a higher goal for role activities, and taking the initiative
in supporting quality education. The scale was developed and validated with a sample of
elementary and middle school teachers in South Korea. Exploratory factor analysis of the scale
revealed a two-factor result. The first factor describes the anticipated organizational
commitment, and the second factor includes cross-loadings that show “opportunism.” The
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second factor was taken out to generate a single-factor structure. The study established the
construct reliability and convergent validity of the scale.
The Organizational Commitment of Teacher Scale (OCTS), designed by Jo (2014) was
used to gather data about the teachers’ commitment to educational reforms. Items in the OCTS
are about the past two months and are rated on a 7-point scale, which ranges from 1 (not at all
true of me) to 7 (very true of me). For each item, the participant rated what they perceived best
reflects their commitment to the school. Each of the six OCTS items uses the same scale. Five of
the items on the scale were reversely scored and negatively worded to decrease response bias.
To evaluate the constructs preliminary exploratory factor analyses, the researcher
conducted varimax rotation. For the teachers' relationships, one factor appeared in all ﬁve sets of
six items. The factor analysis undertaken for the emotion items gave rise to a three-factor
solution under the standard rule that the eigenvalues go above the value of one (Hair, Black,
Babin & Anderson, 2014). The ﬁrst factor related to positive emotions, and the remaining two
were about negative emotions. Factor analysis of the commitment items was based on a twofactor solution. The ﬁrst factor described organizational commitment expected from employees,
while the second factor had limited cross-loadings that showed initiative and creativity. As a
result of the results derived from the factor analyses, constructs were reduced by excluding the
negative- emotion from the final measurement model because they lead to a two-factor solution,
which is not meaningfully embraced by the present conceptual framework.
Only items with higher standardized loading estimate 0.7 or higher were selected to
measure latent variables to get ideal levels of convergent validity (Hair et al., 2010). The average
variance extracted (AVE) was calculated as the mean-variance removed for the items loading on
a construct. All the constructs in the reﬁned measurement model revealed sufficient convergence,
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with an AVE greater than 0.5. The researcher also calculated estimates of construct reliability
(CR) for all constructs as an added technique of estimating convergent validity. All the CR
values derived were more significant than 0.8, signifying excellent reliability.
The discriminant validity was assessed by the researcher to confirm that each construct
was independent of all other constructs. The analysis showed that the AVE for Organizational
commitment of teachers was 0.61, and construct reliability was 0.90 was more significant than
the estimate. Findings also indicated that all latent variables had signiﬁcant correlations and
coefﬁcients that ranged from 0.30 to 0.79.
Research Method
The research adopted the quantitative methodology. The approach for this research was a
correlational research method. Quantitative research yields numerical data that can be analyzed
using statistics when researchers write summaries, measure relationships between variables, and
make inferences. (Muijs, 2011; Patten, 2014; Pyrczak, 2014). The primary purpose of
quantitative research is to calculate and categorize features to create statistical models and data
that describe the problem or issue.
Instrumentation and Measures
Two quantitative survey instruments were needed to accomplish this study. The Survey
of Transformational Leadership (STL), was used to measure the independent variable,
transformational leadership practices of the school principals. The Organizational Commitment
of Teacher six-item scale developed by Jo (2014), was used to measure the dependent variable
teachers’ commitment to educational reform.
Question one on the survey instrument measured gender, and question four on the
survey instrument measured years of experience.
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Quantitative Online Surveys
The STL and OCTS online surveys were used as the method to collect the data from
private schools in the Ras Al Khaimah Emirate for many advantages. Ground mailing would be
expensive, and the process will take a longer time due to various circumstances. The Internet is a
productive way to conduct survey research (Roberts & Allen, 2015). Surveys carried out online
can be a beneficial, cost-effective method of disseminating questionnaires to reach more
respondents in less time and at a reduced price (Hewson & Stewart, 2014; Tuten, 2010), and
have a more refined appearance with many interactive features and directions that may facilitate
the process for participants and make it more appealing to complete the surveys.
During the quantitative data collection process for the study, participants were emailed the
consent letter and link to the questionnaire and reminded once after two weeks, and once more
after a month. Participants who do not wish to be contacted can unsubscribe from the
researcher’s mailing list.
The online surveys for this study closed on July 15, 2019, to retrieve all completed online
surveys from the STL and OCTS.
Field Test
The researcher selected five experts in the education field to field review the survey
questions to ensure that the survey questions will accurately answer the proposed research
questions.
Pilot Test
The purpose of carrying out a pilot test is to increase the reliability of the survey questions
using repeated measurement (Mujis, 2011). After the field test, the researcher obtained
Institutional Review Board (IRB) approval from Bethel University, Minnesota, USA. The
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researcher used school leaders and teachers from private secondary schools who will not partake
in the study for the pilot test. The pilot study was carried out to verify how sound the survey
design is and to collect information before commencing the quantitative research. The
participants in the pilot study were asked to ascertain if the questions in the questionnaire were
appropriate to make up for deficiencies in the survey questions and design and recommend
modifications. Of the 10 requests for participation, three participants agreed to participate and
made suggestions for modification that centered predominantly on typographical mistakes; the
participants in the pilot study indicated the location of errors. These errors were modified on the
questionnaires before administering the survey to the principals and teachers in private primary
schools randomly selected for the study in Ras Al Khaimah UAE.
Data Collection
The population was a convenience sample. The STL and OCTS online instruments were
delivered electronically to K-5 teachers in 10 private primary schools in Ras Al Khaimah, one of
the northern emirates in the United Arab Emirates (UAE) from May 2019 to July 2019. The data
gathered was analyzed quantitatively to address the research questions and hypotheses.
The quantitative data collected from the surveys were used to measure leadership behaviors
associated with STL characteristics and the relationship between the principals’ observed
transformational leadership style and teachers’ level of commitment to change. The principals
were asked to complete the STL while teachers were asked to complete a survey that includes the
STL and the OCTS.
Permission to execute the study was obtained from the Institutional Review Board for the
Protection of Human Subjects (IRBPHS) of Bethel University in Minnesota. The collection of
data took place from May 2019 to July 2019. Permissions at the various private primary schools
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in Ras Al Khaimah was arranged through each school’s principal’s office in advance with a
request to allow subject participation. The choice to participate in the study was on a volunteer
basis.
Following receipt of the necessary permissions to administer the survey, an email that
included an attachment with the informed consent form was sent to invite the subjects to
participate in the study. The researcher included the link to the online questionnaire in the email.
The email informed participants in the study that participation is entirely voluntary.
Data Analysis
The study examined the transformational leadership practices of the principals by using
the STL to gather responses about the current school leadership experience of the participating
principals and the perception of teachers. The quantitative data analysis measured the correlation
between transformational leadership practices of the school principals and teacher perception of
how successfully principals implemented educational reforms at private primary schools in the
United Arab Emirates, and also determined to what degree the leadership practices of the
principals influenced teacher commitment in implementing educational change.
The study examined the frequency of how specific factors serve as barriers or catalysts to
the principal’s transformational leadership approaches when implementing educational reform
initiatives in the UAE. Analysis of Variance (ANOVA), t-tests, and Pearson’s correlation
coefficients was used to examine gender and years of experience as they related to the
transformational leadership practices of primary school principals and teachers’ commitment to
the implementation of education reform.
RQ1: What factors serve as barriers or catalysts to the principal’s transformational
leadership approaches when implementing educational reform initiatives in the UAE?
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The study examined the frequency of specific factors that act as barriers or catalysts
that occur compared to others.
RQ2: What transformational leadership practices impact teachers’ commitment to
change?
Null hypothesis two (H02): There are no transformational leadership practices that
impact on teachers’ commitment to change.
Alternate hypothesis two (H12): There are transformational leadership practices that
impact on teachers’ commitment to change.
To collect data about the teachers’ commitment to educational reforms, the researcher
will employ the “Organizational Commitment of Teacher six-item scale” developed by Jo
(2014). The researcher used the Pearson Correlation Coefficient to explore the perceived
positive correlation between transformational leadership practices and commitment to
change.
RQ3: What statistical differences, if any, exist in principals perceived
transformational leadership style based on gender?
Null hypothesis three (H03): Gender has no impact on the principals’ perceived
transformational leadership style.
Alternate hypothesis three (H13): Gender has an impact on the principals’ perceived
transformational leadership style.
The independent T-Test analysis was used to analyze the gender variable.
RQ4: What statistical differences, if any, exist in principals perceived transformational
leadership style based on years of experience?
Null hypothesis three (H04): Years of experience has no impact on the principals’
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perceived transformational leadership style.
Alternate hypothesis three (H14): Years of experience has an impact on the principals’
perceived transformational leadership style.
The independent T-Test analysis was conducted for the years of experience variable.
RQ5: What relationship, if any, exists in teacher commitment to change based on specific
demographic factors?
Null hypothesis five (H05): There is no statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
Alternate hypothesis five (H15): There is a statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
The t-test was used to examine the differences in teacher commitment to change based on
gender and an ANOVA to examine the differences in teacher commitment to change
based on teaching experience.
Sampling Design
The target population for this research comprised of primary school principals and teachers.
The study population included principals and teachers working in private primary schools. Out of
the 33 private schools in Ras Al Khaimah, the researcher collected the data for the current
research from 10 private primary schools selected from among the private primary schools in
Ras Al Khaimah using simple random sampling method. The surveys were administered to
principals and teachers from the schools that voluntarily participate in the study. Principals from
the private primary schools took the STL survey and teachers took both the STL and OCTS
surveys. Both the principals and teachers also respond to a series of demographic questions.
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Limitations and Delimitations
The scope of the sample was limited to private primary schools in Ras Al Khaimah.
Using this criterion reduced the number of schools that participated in the study. The study was
also limited when primary school principals refused to participate in the study in a private school
randomly selected for the study. Therefore, the results of the study will be difficult to generalize
because the sample size is smaller as the public primary school in Ras Al Khaimah did not
participate in the study, and there is a potential bias in studying only the schools that willingly
participated.
The data collected was based on teacher’s perception or opinion of principal leadership
and teacher commitment. Both positive and negative experiences can influence perceptions and
opinions in the school context. Perception the participant thinks is true, may not be an entirely
accurate reflection of the principal’s leadership or teacher commitment.
The survey was delivered electronically, and some teachers and school principals may
not have technical skills to complete an online survey. Qualtrics software was used to collect the
survey data. The general layout of the survey was simple enough for novice technology users to
follow, so participants in the study did not have difficulty navigating the survey. Teachers in the
pilot study provided feedback and concerns about the online surveys. Hewson and Stewart
(2014), indicated that using electronic surveys have comparable or even better results than
conventional mailed surveys.
Ethical Considerations
Approval to conduct this research was given by the Institutional Review Board for the
Protection of Human Subjects (IRBPHS) at Bethel University, Minnesota, USA. The collection
of data posed minimum risk to subjects.
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An essential ethical aspect that this research considered before commencing was an
understanding of informed consent (American Educational Research Association, 2011). Patten
(2014) recommended that researchers provide informed consent forms to all participants to
signify that participants have voluntarily agreed to take part in the study. This researcher
included her personal contact information and that of her dissertation advisor with the consent to
take part in the study form so that participants could contact someone with their concerns about
the study (Creswell, 2014). The researcher also provided participants with informed consent
forms for the surveys.
Permission to conduct the research was solicited from school principals in private schools
in Ras Al Khaimah that were selected randomly for the proposed research. This study made use
of online surveys and protected the identity of all participants by ensuring the questionnaires
remained anonymous. The researcher made the participants aware that participation in the study
was entirely voluntary. The researcher ensured that the survey responses remain confidential by
using study codes; all personal information was stored by the researcher alone. To increase the
level of confidentiality, the researcher asked participants to generate a unique code using these
five prompts: the first letter of the participants’ first name, date of birth, the participants’ month
of birth, the first letter of the participants’ middle name, and the first letter of the city or town in
which participants were born.
The instrument did not request any personal information. Participants were asked to
indicate their role at their school and years of experience. The resulting questionnaire had 96
questions about transformative leadership and six questions about teacher commitment.
Each school principal was sent a sample email meant for notifying the faculty and staff of
the impending survey. The email reviewed the purpose of the study and indicated the incentives.
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On the planned start date of survey collection, emails that recapped the purpose of the study were
sent. Two reminder emails were sent to participants who had started but not completed the
survey, or participants who had not begun at all. Once the data collection period ended, the
researcher downloaded the data from respondents and began to analyze the data.
This research adopted the ethical considerations in the standards laid out in the Belmont
Report (1979). Three principles guide ethical research that involves human subjects: respect for
persons, beneficence, and justice. The research data, data analysis, and reporting were handled
carefully to demonstrate respect and justice for participants. The Belmont Report identified
respect for persons as an overriding principle. Principals and teachers may have had
apprehensions that they could be identified easily from the results of the study. It was essential to
provide participants with a detailed explanation of how their identity would be protected from
exposure to minimize the possibility of putting their professional reputation or employment at
risk for being candid with their responses. Precautions were taken to ensure participation in the
study was voluntary, and all data remains confidential. While teachers were encouraged to
participate, no individual was required to participate in the study. It was essential to code the
demographic information included in the study as an additional measure of confidentiality.
The researcher will archive the information amassed from the study until the researcher
presents the findings. The researcher will delete all confidential information. Once the research is
completed, the researcher will strip all school level identifiers from the data. The researcher
provided all principals and teacher participants with a copy of the consent form, including the
explanation of participant rights, and how the researcher will maintain confidentiality.
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Chapter IV: Data Analysis
Introduction
This chapter presents the quantitative findings of the study, the results of the data analysis,
and outcomes related to each of the research questions.
This study examined the extent that principals in private primary schools in Ras Al
Khaimah, UAE, practice transformational leadership. This study investigated if there is a
correlation between teachers’ commitment to the implementation of educational reforms and
transformational leadership. This study further examined the extent to which teachers perceived
the principal's leadership approach as demonstrating the five factors of transformational
leadership (idealized influence, intellectual stimulation, inspirational motivation, individualized
consideration, and empowerment), and how their leadership approach influenced teachers’
commitment to change in private primary schools in the UAE education setting.
The Qualtrics survey platform was used to gather data, and statistical analysis was carried
out by making use of the Statistical Package for Social Sciences (SPSS) with support from Dr.
Joel Frederickson. Demographic data and inferential statistical analysis of the hypotheses were
completed on the five research questions: (a) What factors serve as barriers or catalysts to the
principal’s transformational leadership approaches when implementing educational reform
initiatives in the UAE? (b) What transformational leadership practices impact teachers’
commitment to change? (c) What statistical differences, if any, exist in principals’ perceived
transformational leadership style based on gender? (d) What statistical differences, if any, exist
in principals’ perceived transformational leadership style based on years of experience? (e) What
relationship, if any, exists in teacher commitment to change based on specific demographic
factors? This chapter ends with a summary of the findings.
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A total of 33 private primary schools in Ras Al Khaimah met the set criteria for the study.
Random sampling was used to select 20 schools that participated in the study to increase the
generalizability of the study. Permission to conduct the research was asked for, and 10 private
primary schools agreed to participate in the study. The remaining 10 schools were excluded from
the study as the administration did not grant permission for their teachers to take part in the
research, which led to a 30.3% response rate from private primary schools in Ras Al Khaimah.
There were 300 likely teacher participants at the 10 schools that decided to participate in
the study. Of those likely to participate, 84 teachers and 10 principals completed the survey,
providing an approximately 28% teacher response rate. A higher response rate for the teacher
survey would have been preferred. Van Mol (2017) explained that the effects of over-surveying
have given rise to a decline in the overall response rate; participants are reluctant to take part in
surveys. Some teachers may have been unwilling to respond because they felt uncomfortable
rating the principal’s leadership abilities.
Table 3
Frequency and Percent of the Principals by Gender
Frequency Percent
Gender Male
6
60.0
Female
4
40.0
Total
10
100.0
Missing
0
0
Total
10
100.0
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Table 4
Frequency and Percent of Teachers by Gender
Frequency Percent
Gender Male
18
21.4
Female
63
75
Total
81
96.4
Missing
3
3.6
Total
84
100.0

There were 18 (21.4%) male teachers and 63 (75%) female teachers who responded to the
survey. Therefore more female participants responded to the survey than males. Three
participants did not indicate their gender.
Table 5
Number of Years of Leadership Experience

Valid

4 to 5 years
6 to 10 years
11-15 years
21 + years
Total

Frequency
1
1
2
6
10

Percent
10.0
10.0
20.0
60.0
100.0

Valid Percent
10.0
10.0
20.0
60.0
100.0

Cumulative
Percent
20.0
20.0
40.0
100.0

Most of the principals that responded to the survey had more than 21 years of leadership
experience. There were 6(60%) of the principals that had more than 21 years of experience, and
2 (20%) of the principals that had between 11 to 15 years of experience. 1 principal (20%) had 6
to 10 years of leadership experience. 1 (20%) principal had four to five years of experience.
Table 5 displays the frequency and percentage of years of leadership experience for the
principals.
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Research Question One
The first research question asked, what factors serve as barriers or catalysts to the
principal’s transformational leadership approaches when implementing educational reform
initiatives in the UAE?
Two items on the Survey of Transformational Leadership addressed barriers, the factors
that deter the process of reform in the institution. For the first item, which focused on the
credibility of the leader (i.e., “I do not display honesty”), the majority (66.7%) of principals
replied, “not at all true of me.” Interestingly, one principal replied, “frequently if not always” to
this item.
Table 6
Credibility of the Leader

Valid

Missing
Total

Not at all
Once in a while
Sometimes
Frequently if not
always
Total

Valid
Frequency Percent Percent
6
60.0
66.7
1
10.0
11.1
1
10.0
11.1
1
10.0
11.1
9
1
10

90.0
10.0
100.0

Cumulative
Percent
66.7
77.8
88.9
100.0

100.0

The second barrier focused on a lack of sustained leadership support. The second item
stated, “I do not respect individual staff members' personal feelings.” Again, the majority
(87.5%) of principals replied, “not at all true of me” to this item.

95

Table 7
Lack of Sustained Leadership Support
Frequency
Valid
Not at all
7
Sometimes 1
Total
8
Missing
2
Total
10

Percent
70.0
10.0
80.0
20.0
100.0

Valid
Percent
87.5
12.5
100.0

Cumulative
Percent
87.5
100.0

The catalysts to the principal’s transformational leadership approaches that received the
most endorsements from principals when implementing educational reform initiatives in the
UAE involved keeping commitments, making attempts to improve the school by preparing for
challenges that may result from changes in the school, and being respectful in handling staff
member mistakes.
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Table 8
Catalyst Items that Received the Highest Percent of Principals who Responded: “Frequently if
not always.”
Item: As the principal of the school, I keep commitments.
attempt to improve the school by taking a new approach to
business as usual.
prepare for challenges that may result from changes in the
school.
am respectful in handling staff member mistakes.
display enthusiasm about pursuing school goals.
display confidence that school goals will be achieved.
communicate the school needs.
convey hope about the future of the school.
obtain staff assistance in reaching school goals.
promote teamwork in reaching school goals.
provide information necessary for task completion.
expect that staff members will give tasks their best effort.
take into account individual abilities when teaching staff
members.
encourage staff behaviors consistent with the values shared by
all members.

Valid
Percent
80.0
80.0
80.0
80.0
77.8
77.8
70.0
70.0
70.0
70.0
70.0
70.0
66.7
66.7

In this study, fostering relationships and respect for teachers was a highly endorsed catalyst by
principals that support transformational leadership approaches.

97

Table 9
Catalyst Items that Received the Least Percent of Principals who Responded, “Frequently if not
always.”
Item: As the principal of the school, I take bold actions in order to achieve school objectives.
enable staff to make decisions, within contractual agreements,
on how they get their work done.
turn challenges into opportunities.
take personal risks in pursuing school goals.
allocate some school funds for the sole purpose of
acknowledging high staff performance.
coach staff members on an individual basis.
provide opportunities for staff members to take primary
responsibility over tasks.
assign individual staff members to lead the implementation of
school objectives.
involve other staff members in performing leadership
activities.
see that authority is granted to staff in order to get tasks
completed.
delegate tasks that build up the school organization.
make bold personal decisions, if necessary, to improve the
school.
provide requested support for task completion.
demonstrate tasks aimed at fulfilling school goals.
share leadership responsibilities with other staff members.
convey confidence in staff members' ability to accomplish
tasks.

Valid
Percent
20.0
22.2
22.2
30.0
30.0
30.0
40.0
40.0
40.0
44.4
44.4
50.0
50.0
50.0
50.0
50.0

This finding indicated that factors such as delegation of tasks, sharing leadership
responsibilities, involving staff in performing leadership activities, questioning the status quo,
and coaching staff on an individual basis received the least endorsements from principals in this
study. This indicates that the factors with the least endorsements serve as barriers to
implementing reforms. If principals do not involve teachers and staff in decision making,
delegate tasks and leadership responsibilities, challenge the status quo, substantial educational
reform will not happen when implementing educational reform initiatives in the UAE.
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Research Question Two
The second research question asked, what transformational leadership practices impact
teachers’ commitment to change?
This question explored whether a relationship existed between teachers’ perceptions of
their principals’ transformational leadership abilities and teachers’ commitment to change.
The null hypothesis two (H02) for research question two was that there are no
transformational leadership practices that impact on teachers’ commitment to change. The
alternative hypothesis two (H12) was that there are transformational leadership practices that
impact on teachers’ commitment to change. Pearson product-moment correlation methods were
used to analyze the data. Adequate evidence was found to justify the rejection of the null
hypothesis and accept the alternative hypothesis. Findings indicated a statistically significant
positive relationship exists between the five factors of transformational leadership (idealized
influence, intellectual stimulation, inspirational motivation, individualized consideration, and
empowerment) and teacher commitment.
The five components of the Survey of Transformational Leadership (STL) were all highly
correlated with one another (see Table 10, with correlation coefficients ranging from r = .912 to r
= .967; all p < .001). The Organizational Commitment of Teacher Scale (OCTS) was
significantly correlated with all five components of the STL (see Table 10). All correlations were
positive; the higher the score on the OCTS the higher the score on the STL components. The
highest correlations were with the idealized influence (r = .478, p < .001), the intellectual
stimulation (r = .465, p < .001), and the inspirational motivation (r = .451, p < .001) components.
This means that the greater a teacher perceives their principal as being a transformational leader,
the more likely they are to be committed to implementing educational reforms. In contrast, the
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less a teacher perceives their principal as being a transformational leader, the more likely they
are to resist the educational reform. The correlation was significant at the p < 0.01 level; this
signifies that there would be less than a 1% chance of falsely rejecting the null hypothesis. The
relationship between the two variables is statistically significant since p < .001. Thus, the null
hypothesis was rejected (see Table 10).
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Table 10
Correlation Coefficient for the Outcome of Principal Transformational Leadership as Defined by
the STL and Teacher Commitment as Defined by the OCTS
IDEALIZED
INFLUENCE

IDEALIZED
INFLUENCE

Pearson
Correlation
Sig. (2-tailed)
N

INTELLECTUAL
STIMULATION

Pearson
Correlation
Sig. (2-tailed)
N

INSPIRATIONAL
MOTIVATION

Pearson
Correlation
Sig. (2-tailed)
N

INDIVIDUALIZED
CONSIDERATION

Pearson
Correlation
Sig. (2-tailed)
N

EMPOWERMENT

Pearson
Correlation
Sig. (2-tailed)
N

OCTS

Pearson
Correlation
Sig. (2-tailed)
N

INTELLECTUAL
STIMULATION

INSPIRATIONAL
MOTIVATION

INDIVIDUALIZED EMPOWERMENT
CONSIDERATION

OCTS

1
84
.996**

1

.000
84
.963**

84
.963**

1

.000
84
.912**

.000
84
.913**

84
.919**

1

.000
84
.935**

.000
84
.935**

.000
84
.967**

84
.929**

1

.000
84
.478**

.000
84
.465**

.000
84
.451**

.000
84
.370**

84
.383**

1

.000
84

.000
84

.000
84

.001
84

.000
84

84

**. Correlation is significant at the 0.001 level (2-tailed).
Research Question Three

The third research question asked, what statistical differences, if any, exist in principals’
perceived transformational leadership style based on gender?
This question investigated whether a relationship existed between gender and the observed
elements of transformational leadership. Independent t-tests were used to investigate differences
between men and women principals on each component of the Survey of Transformational
Leadership (STL).
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First, Levene’s test for equality of variances was conducted to ensure that variances
between men and women were not significantly different from one another on each of the five
components. None of the variances was significantly different; the assumption for homogeneity
of variances was not violated (see Table 12). Next, mean differences between men and women
on each of the five STL components were analyzed. There were no significant gender differences
for any of the STL components (see Table12). Given the small sample sizes (n = 6 for men and n
= 4 for women) it would be unlikely that a significant difference would be found because of the
lack of power. However, the Cohen’s d effect sizes for each of the components ranged from d =
0.22 to d = -0.47, about medium in size (see Table 11) for means, standard deviations, and
Cohen’s d).
The null hypothesis for research question three (H03) was gender has no impact on the
principals’ perceived transformational leadership style. The alternate hypothesis for research
question three (H13) was gender has an impact on the principals’ perceived transformational
leadership style. These findings show it does not make a difference whether a principal is male or
female for any of the STL components. Therefore, the null hypothesis failed to be rejected (see
Table 12).
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Table 11
Means, Standard Deviations, and Cohen’s d for All Five Components of the STL by Gender of
Principal
Are you:

N

Mean

Std. Deviation

Cohen’s d

Male

6

4.4610

.36546

0.39

Female

4

4.3018

.44624

INTELLECTUAL

Male

6

4.3125

.46098

STIMULATION

Female

4

4.2200

.37527

INSPIRATIONAL

Male

6

4.3819

.35494

MOTIVATION

Female

4

4.5729

.45053

INDIVIDUALIZED

Male

6

3.9306

.33506

CONSIDERATION

Female

4

4.1563

.67218

EMPOWERMENT

Male

6

4.2647

.41218

Female

4

4.4412

.40895

IDEALIZED INFLUENCE
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0.22
-0.47
-0.45
-0.43

Table 12
Independent Samples t-Tests for All Five Components of the STL by Gender of Principal
Levene's Test for
Equality of Variances t-test for Equality of Means
Std.
Error

IDEALIZED
INFLUENCE

Equal variances
assumed
Equal variances not
assumed
INTELLECTUAL
Equal variances
STIMULATION
assumed
Equal variances not
assumed
INSPIRATIONAL Equal variances
MOTIVATION
assumed
Equal variances not
assumed
INDIVIDUALIZED Equal variances
CONSIDERATION assumed
Equal variances not
assumed
EMPOWERMENT Equal variances
assumed
Equal variances not
assumed

Sig. (2-

Mean

Differe

F

Sig.

t

df

tailed)

Difference nce

.058

.815

.620

8

.552

.15926

.25670

.593

5.610 .576

.15926

.26840

.333

8

.748

.09255

.27811

.348

7.511 .737

.09255

.26575

-.752

8

.474

-.19097

.25402

-.713

5.438 .505

-.19097

.26785

-.714

8

.495

-.22569

.31597

-.622

4.010 .568

-.22569

.36286

-.665

8

.525

-.17647

.26528

-.666

6.618 .528

-.17647

.26481

.239

.186

3.689

.013

.638

.678

.091

.911

Research Question Four
The fourth research question asked, what statistical differences, if any, exist in principals’
perceived transformational leadership style based on years of experience?
This question investigated whether a relationship existed between years of experience
and the observed elements of transformational leadership. Independent t-tests were used to
compare principals on the five components of the STL by their years of experience. Principals
were categorized into two years of experience groups based on a median split. There were four
principals in the group with less than 21 years of experience and six principals in the group with
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21 or more years of experience. First, Levene’s test for equality of variances was conducted to
ensure that variances between the years of experience groups were not significantly different
from one another on each of the five components. None of the variances were significantly
different, meaning that the assumption for homogeneity of variances was not violated (see Table
14).
Next, mean differences between years of experience groups on each of the five STL
components were analyzed. There were no significant differences for any of the STL
components (see Table 14). Again, given the small sample sizes, it would be unlikely that a
significant difference would be found because of the lack of power. However, the Cohen’s d
effect sizes for each of the components ranged from d = -0.22 to d = 0.49, about medium in size
(see Table 13) for means, standard deviations, and Cohen’s d).
The null hypothesis for research question four (H04) was years of experience have no
impact on the principals’ perceived transformational leadership style. The alternate hypothesis
for research question three (H14) was years of experience has an impact on the principals’
perceived transformational leadership style. The findings from the study reveal that the number
of years a principal has been leading does not make a difference for any of the STL components.
Therefore, the null hypothesis failed to be rejected (see Table 14).
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Table 13
Means, Standard Deviations, and Cohen’s d for All Five Components of the STL by Years of
Experience of Principal
Years of Experience

N

Mean

Std. Deviation

Cohen’s d
-0.40

IDEALIZED
INFLUENCE

Less than 21 years of experience 4

4.3018

.44624

21+ Years of experience

6

4.4610

.36546

INTELLECTUAL

Less than 21 years of experience 4

4.2200

.37527

STIMULATION

21+ Years of experience

6

4.3125

.46098

INSPIRATIONAL

Less than 21 years of experience 4

4.5729

.45053

MOTIVATION

21+ Years of experience

6

4.3819

.35494

INDIVIDUALIZED

Less than 21 years of experience 4

4.1563

.67218

CONSIDERATION

21+ Years of experience

6

3.9306

.33506

EMPOWERMENT

Less than 21 years of experience 4

4.4412

.40895

21+ Years of experience

4.2647

.41218

6
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-0.22

0.49

0.47

0.43

Table 14
Independent Samples t-Tests for All Five Components of the STL by Years of
Experience of Principal
Levene's Test for Equality
of Variances
t-test for Equality of Means

Equal variances
assumed
Equal variances not
assumed
INTELLECTUAL Equal variances
STIMULATION
assumed
Equal variances not
assumed
INSPIRATIONAL Equal variances
MOTIVATION
assumed
Equal variances not
assumed
INDIVIDUALIZED Equal variances
CONSIDERATION
assumed
Equal variances not
assumed
EMPOWERMENT Equal variances
assumed
Equal variances not
assumed
IDEALIZED
INFLUENCE

F
.058

.239

.186

3.689

.013

Sig.
.815

.638

.678

.091

.911

Sig. (2- Mean
Std. Error
tailed) Difference Difference
.552
-.15926 .25670

t
-.620

df
8

-.593

5.610 .576

-.15926

.26840

-.333

8

.748

-.09255

.27811

-.348

7.511 .737

-.09255

.26575

.752

8

.474

.19097

.25402

.713

5.438 .505

.19097

.26785

.714

8

.495

.22569

.31597

.622

4.010 .568

.22569

.36286

.665

8

.525

.17647

.26528

.666

6.618 .528

.17647

.26481

Research Question Five
RQ5: What relationship, if any, exists in teacher commitment to change based on specific
demographic factors?
Null hypothesis five (H05): There is no statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
Alternate hypothesis five (H15): There is a statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
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The t-test was used to examine the differences in teacher commitment to change based on
gender and an ANOVA to examine the differences in teacher commitment to change
based on teaching experience.
Table 15
Means and Standard Deviations on Teacher OCTS Scale by Gender

OCTS

Are you:
Male
Female

N
18
63

Mean
4.2870
4.4524

Std. Deviation
.54174
.49942

Cohen’s d
.32

The independent variable represented the genders, male and female. The dependent variable
was the average score for teacher commitment to change. Any participants who did not respond
to the gender demographic question or who preferred not to comment were eliminated from the
sample before carrying out the statistical analysis. A total of 81 participants were included in the
analysis. Data indicate the male group mean score for teacher commitment to change was a bit
lower than the female group mean score for teacher commitment to change.
Table 16
Independent Samples Test
Levene's Test for
Equality of Variances

OCTS

Equal variances
assumed
Equal variances
not assumed

F
.002

Sig.
.966

t-test for Equality of Means
Sig. (2-

Mean

Std. Error

t
-1.216

df
79

tailed)
.228

Difference
-.16534

Difference
.13599

-1.162

25.840

.256

-.16534

.14235

There was no significant difference between women and men on the Organization Commitment
of Teachers Scale (OCTS), t (79) = -1.29, p = .228, d = .32 (see Table 15) for means and
standard deviations). These findings reveal it does not make a difference whether a teacher is
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male or female in terms of commitment to change in the organization. Therefore, the null
hypothesis failed to be rejected (see Table 16).
Table 17
Means and Standard Deviations for the Organizational Commitment of Teachers Scale (OCTS)
by Years at Current Job
OCTS
95% Confidence
Interval for Mean
Std.

Lower

Upper

Minimum Maximum

N

Mean

Deviation

Std. Error

Bound

Bound

0-11 months

15

4.4889

.43400

.11206

4.2485

4.7292

3.83

5.00

1 to 3 years

22

4.4182

.58225

.12414

4.1600

4.6763

3.33

5.00

3 to 5 years

13

4.3846

.37506

.10402

4.1580

4.6113

3.83

5.00

over 5 years

34

4.4059

.54695

.09380

4.2150

4.5967

3.33

5.00

Total

84

4.4206

.50790

.05542

4.3104

4.5309

3.33

5.00

ANOVA

Between Groups
Within Groups
Total

Sum of
Squares
.094
21.317
21.411

df
3
80
83

Mean Square
.031
.266

F
.118

Sig.
.949

There were no significant differences in the Organizational Commitment of Teachers Scale
(OCTS) based on teachers’ years at their current position, F (3.80) = .118, p = .949 (see Table 17
for means and standard deviations). These findings reveal teachers' years of experience at their
current position do not make a difference in teachers’ commitment. Therefore, the null
hypothesis failed to be rejected (see Table 17).
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Table 18
Means and Standard Deviations for the Organizational Commitment of Teachers Scale (OCTS)
by Years of Experience in the Educational Sector
95% Confidence
Interval for Mean
Std.

Lower

Upper

Minimum Maximum

N

Mean

Deviation

Std. Error

Bound

Bound

31

4.3882

.53198

.09555

4.1930

4.5833

3.33

5.00

10 to 20 years 30

4.4156

.48595

.08872

4.2341

4.5970

3.33

5.00

More than 20

23

4.4710

.52139

.10872

4.2455

4.6965

3.50

5.00

84

4.4206

.50790

.05542

4.3104

4.5309

3.33

5.00

Mean Square
.046
.263

F
.174

< 1 year to 10

years
Total

ANOVA

Between Groups
Within Groups
Total

Sum of
Squares
.092
21.319
21.411

df
2
81
83

Sig.
.840

There were also no significant differences in the Organizational Commitment of Teachers Scale
(OCTS) by years of experience in the Educational Sector, F (2,81) = .174, p = .840 (see Table 18
for means and standard deviations). These findings show years of experience in the educational
sector do not make a difference in teachers’ commitment. Therefore, the null hypothesis failed to
be rejected (see Table 18).
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Chapter V: Results
This chapter discusses the research findings, conclusions, and implications of the study.
Section one comprises an outline of the methodology and information on the results of the
study. The second section consists of the discussion of the results and conclusions related to the
study. This chapter also explains the recommendations for future research.
The purpose of this study was to explore the relationship that connects transformational
leadership and teacher commitment to change in the context of United Arab Emirates primary
schools, considering factors such as gender and years of experience. Ten private primary
schools from the emirate of Ras Al Khaimah, UAE, participated in this study. The faculty and
staff of these campuses were implored to complete two surveys (STL and OCTS). This study
used descriptive statistics and inferential statistics, such as the Pearson’s product-moment
correlations, analysis of variance tests, and independent t-tests, to investigate the relationships
between (a) transformational leadership and teacher commitment, (b) the effect of
transformational leadership on teacher commitment to change and (c) the impact of gender and
years of experience on teacher commitment to change.
Summary of Findings
The research questions addressed whether there was a relationship between a principal’s
level of transformational leadership and teacher commitment to change; it also took into
consideration factors such as the principals’ gender and years of experience, and assessed the
effect of transformational leadership on teacher commitment to change. Transformational
leadership includes five factors (idealized influence, intellectual stimulation, inspirational
motivation, individualized consideration, and empowerment). The following research questions,
null and alternate hypotheses guided this study:
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RQ1: What factors serve as barriers or catalysts to the principal’s transformational
leadership approaches when implementing educational reform initiatives in the UAE?
RQ2: What transformational leadership practices impact teachers’ commitment to change?
Null hypothesis two (H02): There are no transformational leadership practices that impact
on teachers’ commitment to change.
Alternate hypothesis two (H12): There are transformational leadership practices that impact
on teachers’ commitment to change.
RQ3: What statistical differences, if any, exist in principals perceived transformational
leadership style based on gender?
Null hypothesis three (H03): Gender has no impact on the principals’ perceived
transformational leadership style.
Alternate hypothesis three (H13): Gender has an impact on the principals’ perceived
transformational leadership style.
RQ4: What statistical differences, if any, exist in principals perceived transformational
leadership style based on years of experience?
Null hypothesis four (H04): Years of experience has no impact on the principals’ perceived
transformational leadership style.
Alternate hypothesis four (H14): Years of experience has an impact on the principals’
perceived transformational leadership style.
RQ5: What relationship, if any, exists in teacher commitment to change based on specific
demographic factors?
Null hypothesis five (H05): There is no statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
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Alternate hypothesis five (H15): There is a statistical difference in the relationship between
teacher commitment to change based on specific demographic factors.
Research Question One
What factors serve as barriers or catalysts to the principal’s transformational leadership
approaches when implementing educational reform initiatives in the UAE?
Two items on the survey of transformational leadership addressed barriers that could
negatively impact change processes in an organization: lack of leader credibility and lack of
continued leadership support. With regard to leader credibility, a higher number of principals
(66.7%) responded “not at all true of me” to the leader credibility item “I do not display
honesty.” Northouse (2018) asserted that when transformational leaders pay attention to the
emotions, values, ethics, standards, and long-term goals, leaders stimulate the growth and
development of the employees, as well as the organization. Handford and Leithwood (2013)
indicated that principals’ leadership practices influence the level of trust teachers have for the
principal of the school.
The second barrier item on the survey of transformational leadership stated, “I do not
respect individual staff members' personal feelings.” A higher number of principals (87.5%)
responded “not at all true of me” to this item.
The catalysts emphasized in the survey of transformational leadership that impact
improvement processes in organizations were communication, adequate support from the
leader, buy-in to the vision of the organization, outlining the scope of the reform to employees,
the credibility of the leader of the organization, shared values, and the ability of the leader to
implement change.
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The provision of tailored support to teachers is related to the behavior of the principal
that points toward respect for teachers and concern for teachers' needs and personal feelings.
According to Bass (1990), tailored support involves providing individual attention to teachers
and supporting teachers when they deal with problems. In this study, a high rating was given by
principals to indicate they value teachers’ opinions when making decisions that can influence
the teachers’ work. Leithwood and Riehl (2003) also supported this notion by asserting that
leaders display emotional intelligence when they are paying attention to the needs of workers.
When principals in private primary schools in Ras Al Khaimah, UAE, pay attention to teachers’
anxieties and needs, principals have adopted a positive stance in developing teachers by making
sure that the necessary resources for teachers are sufficiently in place.
Research Question Two
What transformational leadership practices impact teachers’ commitment to change?
Leadership is a crucial component in successfully implementing education reform
initiatives in schools. Northhouse (2013) described transformational leaders as role models who
are agents of change with the ability to create and communicate a clear vision for an
organization, empower employees to reach higher standards, lead employees to trust them, and
offer meaning to employees’ work in the organization. Transformational leaders promote a
favorable working environment for employees by encouraging teamwork and collaboration
using motivation rather than competition (Kumar, 2014). Transformational leaders have the
potential to positively impact teachers’ commitment to change (Bass & Riggio, 2006). Sun,
Chen, and Zhang (2017) explained that transformational leaders promote cultural norms that
enable high levels of employee motivation, commitment, and higher productivity. Teachers’
commitment to change is closely linked with capacity building in organizations, especially the
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change process in K-12 schools (Leithwood, 1993). Yang (2014) indicated that transformational
leadership is an essential quality of principals that increases teachers’ commitment. In this
study, the five factors of transformational leadership all revealed significant positive
relationships with teacher commitment to change, emphasizing the importance of leadership
when leading educational reform. These results point back to the findings of Leithwood,
Tomlinson, and Genge (1996), who affirmed that organizational commitment significantly and
positively correlates with transformational leadership as transformational leaders have an
impact on teachers’ psychological states, which in turn facilitates professional commitment and
that impacts student learning.
Idealized Influence
The degree to which the principal serves as a positive role model promotes cooperation
among members of the school organization by assisting them in working together toward
common goals (Jantzi & Leithwood, 1996). Findings in this study indicate a significant
relationship between teacher commitment to the implementation of educational reform and
principals’ transformational leadership. The highest correlation in this study was with the
idealized influence (r = .478, p < .001).
The five components of the Survey of transformational Leadership (STL) were highly
correlated with one another (see Table 10), with correlation coefficients ranging from r = .912
to r = .967 (all p < .001). The Organizational Commitment of Teacher Scale (OCTS) was
correlated significantly with all five components of the STL (see Table 10). All correlations
were positive; the higher the score on the OCTS the higher the score on STL components,
indicating that the more teachers perceive their principal as being a transformational leader, the
more likely they are to be committed to executing educational reforms. These findings backed
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the results of Ha and Nguyen (2014) who discovered that transformational leadership influences
employee performance. However, the results of this study refuted Datche and Mukulu’s (2015)
findings which established that idealized influence negatively influenced employee commitment
and performance.
Intellectual Stimulation
The intellectual stimulation factor of transformational leadership refers to the extent to
which the leader intellectually challenges followers to be innovative and creative problem
solvers and active participants in making decisions in the organization (Limsila & Ogunlana,
2008). This research found a significant positive relationship between the intellectual
stimulation component of transformational leadership and teacher commitment to change (r =
.465, p < .001). This supports the findings of a prior study done by Jantzi and Leithwood, 1996,
who indicated that transformational leaders challenge members of the organization to review
their thinking about their work and performance. When principals support the development of
teacher strengths, they motivate teachers to implement educational reforms by carrying out new
instructional strategies. Teachers are more willing to implement a reform when the principal
supports new initiatives and assist teachers through problems encountered while implementing
educational reforms. The amount of support teachers receive from the principal positively
influences teachers’ commitment to the educational reform.
Inspirational Motivation
Inspirational motivation is the extent to which the principal talks about the future of the
organization and what the organization needs to achieve. The principal creates, conveys, and
motivates teachers with a vision of the future and identifies new opportunities for the
organization (Jantzi & Leithwood, 1996). The results of this study found a positive correlation
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between the inspirational motivation factor of leadership and teacher commitment to change.
Previous research supported the findings of this study that inspirational motivation positively
and significantly influenced staff performance and commitment.
This study found a positive relationship between inspirational motivation and teacher
commitment; the Organizational Commitment of Teacher Scale (OCTS) was significantly
correlated with all five components of the STL, as indicated in Table 10. The correlations were
positive for Inspirational Motivation (r = .451, p < .001) components as well. This indicates that
the more teachers identify their principal as being a transformational leader, the more likely
they are to be committed to executing educational changes. Respondents mostly agreed that
motivation from the principal supports the achievement of the goals and objectives of the
organization and encourages team building. When principals demonstrate the tasks that teachers
need to accomplish and assist teachers in finding meaning in their work, principals increase
teacher motivation. This means that when inspirational motivation increases, there is an
increase in teacher performance. The findings of this study supported Mwongeli and Juma’s
(2016) findings that inspirational motivation significantly affected employee performance.
However, this study refuted Brown and Arendt’s (2010) findings that suggested that
inspirational motivation had no significant effect on employee performance. When teachers
think that their principal displays a high level of inspirational motivation, teachers identify
better with their leader, and teachers develop a positive feeling about the direction of the
institution (Allen, 2015).
Individualized Consideration
Individualized consideration is the degree to which the school principal cares about
teachers' feelings and needs, and respects teachers (Jantzi & Leithwood, 1996). When school
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principals show individualized support and confidence in the abilities of their teachers, the
support provided by principals positively influences teachers’ commitment to change. In this
study, there was a significant positive relationship between the individualized consideration
component of transformational leadership and teacher commitment, (r = .370, p < .001) which
back the findings of previous research by Hauserman and Stick (2013), and Leithwood and
Jantzi (2005). Principals who arrange for professional development opportunities will positively
influence teacher commitment and collaboration when implementing educational reform.
School leaders can affect the implementation of changes when they build trust and promote
collaborative relationships with teachers and acknowledge the individual aspirations and needs
of teachers. Effective principals know that the teacher is an essential component of student
success. School principals need to ensure that teachers feel valued as partners in the school, and
not merely as staff members when implementing educational reform.
Empowerment
Yukl (1999) argued that empowering practices such as consulting, delegating, and
communicating relevant information help connect decisions to employees’ self-worth,
consequently leading to ownership of common goals. Martino (2003) discovered a significant
correlation between transformational leadership style and job satisfaction but found no
significant relationship between leadership style and teacher empowerment. In contrast,
research by Dono-Koulouris (2003) revealed a significant correlation between transformational
leadership and the status and professional growth facets of teacher empowerment.
Findings in this study indicate a significant relationship between the empowerment factor
of transformational leadership exhibited by a leader and the level of teacher commitment. This
supports the findings of previous research carried out by Ismail, Mohamed, Sulaiman,
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Mohamad, and Yusuf (2011), which revealed that transformational leadership has a positive and
significant correlation with the empowerment and the organizational commitment of
employees; participants in their study observed that transformational leaders improved
employee empowerment and increased the level of employee commitment to the organization.
Principals who believe in teacher capacity encourage teacher empowerment. Principals have a
great impact on teacher efficacy when they acknowledge teacher achievements, offer support,
deal with student behavior, and promote a sense of community.
Findings in this study indicate that all five factors of transformational leadership have a
statistically significant impact on teacher commitment. The development of transformational
leadership is difficult to interpret without a clear understanding of the circumstances and
conditions that promote transformational leadership. Leithwood and Jantzi (2005) indicated that
an inadequate range of variables has been examined to date and there is no accumulation of
evidence about the role of antecedents and their effect on transformational leadership, despite
the plethora of educational leadership literature indicating that the context in which leaders
operate is of immense importance in defining what leaders do. Future research needs to focus
on how differences in context are linked to differences in transformational leadership practices
in K-12 schools. Further studies need to investigate the interior and exterior antecedents of
transformational leadership and the impact of their effects (Leithwood & Jantzi, 2005). Future
studies in educational leadership research can focus on external antecedents of leadership, such
as early family and professional socialization experiences, and high interest policy in current
educational research (Judge, Woolf, Hurst, & Livingston, 2006). Popper and Mayseless (2013)
discovered examples of internal antecedents of leadership, such as leader motivations, selfefficacy beliefs, capacities, and personality characteristics.
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Researchers indicated that transformational leadership usually emerges in times of crisis.
Transformational leaders create a shared sense of direction, clear goals, support, and
encouragement. These research findings indicated a high amount of compatibility between
transformational methods to leadership and the typical settings that schools find themselves
presently. Future studies need to focus on providing more evidence on the antecedents to
transformational leadership.
Research Question 3
What statistical differences, if any, exist in principals perceived transformational
leadership style based on gender?
There were no statistically significant differences in principals perceived transformational
leadership style based on gender. Table 10 displays the means, standard deviations, and
Cohen’s d for all five components of the STL by gender of the principal.
The third hypothesis explored potential differences in principals’ perceived
transformational leadership among teachers based on gender, as displayed in Table 11. An
independent samples t-tests for all five components of the STL by gender of principal was used
to determine there was not a statistically significant difference in principals' perceived
transformational leadership based on gender. Because of this, the null hypothesis failed to be
rejected. The results from this study align with previous empirical findings as Mohammed,
Othman, and D'Silva (2012), which found no significant difference between male and female
leaders by conducting an independent sample t-test to compare male and female leaders with
regards to their leadership styles. Levene’s test for equality of variances was carried out to test
whether the variance of scores for male and female was similar and to test the assumption of
equality of variance. The results showed that gender was not a significant factor in principals'
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perceived transformational leadership among teachers. AlFahad, Alhajeri, and Alqahtani (2013)
also indicated there was no effect for the sex demographic factor with respect to perceptions of
heads of instructional departments; there were no statistically significant differences among the
participants’ perceptions regarding their school principals’ transformational leadership styles
based on gender. The result obtained from this study contradicts the findings of Larocca (2003)
who noted a significant difference between leadership styles and gender. Eagly and Johnson's
(1990) findings suggested that there is a difference between gender and leadership; their results
indicated that female leaders were more democratic than male leaders. Therefore, it can be
concluded that differences between the two groups might not be due to gender manipulation
when compared with transformational leadership styles. The goal of transformational leaders is
to encourage ethical policies and procedures by setting high standard of morals that employees
use to create a basis for morals and action. Additionally, according to Avolio and Bass (1995),
male leaders display more transformational leadership behavior than their female colleagues in
terms of goal setting.
Research Question 4
What statistical differences, if any, exist in principals perceived transformational
leadership style based on years of experience?
There were no statistically significant differences in principals perceived
transformational leadership style based on years of experience. Table 13 presents the means,
standard deviations, and Cohen’s d for all five components of the STL based on the years of
leadership experience of principals.
The fourth hypothesis explored potential differences in principals' perceived
transformational leadership based on years of leadership experience, as displayed in Table 14.
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An independent samples t-tests for all five components of the STL by years of leadership
experience of principals was used to reveal there was not a statistically significant difference in
principals perceived transformational leadership based on years of experience. Thus, the null
hypothesis failed to be rejected. Valentine and Prater (2011) used the Pearson product-moment
(zero-order) correlation coefficients to calculate for the relationships between principal
demographic variables and principal leadership factors measuring transformational leadership.
They used three principal demographic variables, gender, total years of experience in education,
and years of experience in the current school. They found that the variables had no significant
correlations with principal leadership factors.
In conclusion, there was no statistically significant difference in the transformational
leadership methods of principals based on gender and years of leadership experience. The
findings of this study indicate social demographic factors do not determine leadership styles.
Burns (1978) asserted that transformational leadership is a process of bringing about increased
levels of motivation and commitment among employees by creating a vision and values for
employees and building a feeling of fairness, devotion, and trust. Transformational leadership is
about changing the performance of employees.
Research Question 5
What relationship, if any, exists in teacher commitment to change based on specific
demographic factors?
Research question five examined the difference in teacher commitment based on two
specific demographic factors. The first question explored differences in teacher commitment
based on gender. The researcher conducted an independent t-test that showed there was no
statistically significant difference between male and female teacher commitment. Consequently,
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the null hypothesis failed to be rejected. Findings in previous research indicated mixed findings
when analyzing the difference between male and female employee commitment. Female
employees were observed as being more committed than their male colleagues (Angle & Perry,
1981; Mathieu and Zajac, 1990). The findings in many studies put forward that male employees
were likely to be more committed to change than female employees (Cho & Mor Barak, 2008).
The results from this research support previous empirical findings that gender does not play a
significant factor in primary school teachers’ commitment to change in private primary schools
in Ras Al Khaimah. The findings from this study add to the bank of research indicating there is
no difference in commitment to change among teachers based on gender.
The second demographic factor explored potential differences in commitment to change
among teachers based on varying years of teaching experience. Results from the independent ttest showed no statistically significant difference in commitment to change among teachers based
on varying years of teaching experience. Therefore, the null hypothesis failed to be rejected.
Previous research showed that years of experience of employees in higher education institutions
significantly influenced job satisfaction and commitment (Amzat & Idris, 2012; Sukirno &
Siengthai, 2011; Toker, 2011). Previous research indicated that years of experience were
positively related to organizational commitment (Iqbal, Kokash, & Al-Oun, 2011; Mathieu &
Zajac, 1990; Meyer & Allen, 1997; Meyer, Stanley, Herscovitch, & Topolnytsky, 2002; Salami,
2008).
Meyer and Allen (1997) affirmed that the positive relationship suggested that extremely
committed employees tend to stay in an organization while employees who are not committed
tend to leave. Toker (2011) indicated that demographic factors significantly influenced job
satisfaction and commitment of academic employees. Meyer and Allen (1997) stated that

123

employees might develop an emotional connection with the organization during their
employment. This emotional attachment is enhanced over an extended period, which makes it
hard for the employee to change jobs (Iqbal et al., 2011; Meyer & Allen, 1997). Iqbal et al.
(2011), discovered that years of experience in the organization is the main positive predictor of
employee commitment. Iqbal et al. also suggested that the longer an employee stays in the
organization, the greater is his or her responsibility toward the organization. Years spent in an
organization can be regarded as an employee’s investment in the organization. Becker’s 1960
side-bet theory (as cited in Iqbal et al, 2011) emphasized personal investments such as time,
promotion, pay, and position. These personal investments increased the level of commitment and
deterred employees from leaving the organization (Iqbal et al., 2011).
However, Walumbwa, Orwa, Wang and Lawler (2005) had divergent results. Their
study of employees revealed that years of experience correlated negatively to organizational
commitment. Similarly, Balfour and Wechsler (1996) found that in public organizations, years of
experience were not an antecedent of organizational commitment of employees. Chughtai and
Zafar (2006) found that years of experience were not connected to organizational commitment.
Other literature suggested that the analysis of the demographic variable years of experience in
the organization showed no significant impact on job satisfaction and commitment (Alonderiene
& Majauskaite, 2016). To better understand the meaning of these conflicting findings and results,
it is necessary to conduct further research.
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Table 19
Research Question Hypotheses Outcomes
Null Hypothesis

Outcome

H02: There are no transformational leadership
practices that impact on teachers’
commitment to change.
H03: Gender has no impact on the principals’
perceived transformational leadership style.
H04: Years of experience has no impact on
the principals’ perceived transformational
leadership style.
H05: There is no statistical difference in the
relationship between teacher commitment to
change based on specific demographic
factors.

Rejected the null hypothesis
Failed to reject the null hypothesis
Failed to reject the null hypothesis
Failed to reject the null hypothesis

Implications
The findings of this quantitative research have implications for teachers involved in the
study, as well as for any school principal interested in the relationships between
transformational leadership and teacher commitment, especially if they are part of the school
improvement process and UAE national agenda linked to education. The findings of this study
can be employed by school principals to improve teacher commitment by focusing on the
strengths and weaknesses of the school. School boards and the MOE should provide
opportunities for professional development that can build up the transformational leadership
characteristics of school principals and increase teacher effectiveness (Allen, 2015).
professional development programs for working principals need to be enhanced to eliminate
barriers to principals’ transformational leadership approaches. For principals to implement
school reform successfully, preparation programs for school leaders and the school board need
to increase the capacity of principals in areas such as delegation of responsibility, coaching,
staff involvement in decision making, and shared leadership responsibilities.
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As transformational leadership is a critical factor that contributes to the implementation of
educational reform, it would be logical to conduct a frequent evaluation of principals’
leadership characteristics and provide prompt feedback to principals to ensure that they provide
proper leadership to their staff and can implement changes if required.
Also, principals can work on developing their transformational leadership skills to impact
the commitment of teachers positively. Other internal and external school factors that influence
teachers’ commitment to change, aside from transformational school leadership, need to be
explored such that external factors such as ADEC, KHDA and Ministry of Education policies at
the local and national level would improve teachers’ commitment to change. Limited studies
have been conducted on the effect of the contribution of transformational leadership to the
educational change process in the UAE context and to teacher emotion. It is essential for the
policymakers in the education sector in the UAE to be concerned about teachers’ emotions and
their link to teachers’ commitment to change; the success of education reforms depends on
whether teachers have enough motivation to be part of the education reform. During the
recruitment process for a school principal, schools need to be aware of the leadership style of
probable candidates to ensure the selection of a principal who exhibits transformational
leadership characteristics. Schools can administer the STL to potential principals to assess
whether or not a candidate exhibits transformational leadership characteristics.
Recommendations for Future Studies
Some recommendations are suggested for future research investigating the relationships
between transformational leadership, teacher commitment, and student achievement.
Replication of this study should be done with a larger sample size of schools, using middle
school and high school campuses in public and private schools, and using qualitative data to
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investigate the relationships between the constructs; it should also include qualitative data
collected from teachers and principals to understand their perceptions better. This study used
only 10 private primary schools in Ras Al Khaimah, UAE. This study also focused strictly on
private primary schools, which could have an entirely different environment from that of middle
and high schools. The implication is that there is a need to replicate this study with a different
level of schools to find out if similar results would be derived.
Also, this study focused on commitment to the organization as a whole. Bass and Avolio
(1994) affirmed that transformational leaders inculcate organizational commitment among their
employees. This study is regarded as an introductory study, especially in the UAE educational
context, where there is limited study available. Therefore, similar studies need to be conducted
involving more private and public primary schools to validate the outcomes for educational
reforms.
A potential area for future research is using qualitative data to explore the relationships
among the constructs. This study used only quantitative data. A qualitative study would enable
researchers to explore the perception of participants in the study about leadership and teacher
commitment. More research needs to be carried out to expound on how a principal encourages
commitment in teachers when implementing education reforms. Including qualitative data could
provide insight into this area of interest. A qualitative study would provide useful insights into
the ways that principals in K-12 schools in the UAE practice elements of Edwards, Knight,
Broome, and Flynn’s (2010) survey of transformational leadership.
Conclusion
The purpose of this study was to explore the relationship between transformational
leadership and teacher commitment. This study found: (a) a statistically significant relationship
127

between the five factors of transformational leadership and teacher commitment, (b) the factors
of transformational leadership influenced teacher commitment (c) gender is not a significant
predictor of principals’ transformational leadership, and (d) years of experience is not a
significant predictor of principals’ transformational leadership.
Hallinger, Heck, and Murphy (2014) indicated that a positive work environment,
acknowledgment of employee achievement and input, opportunities for employee development,
and backing from leaders increased the organizational commitment of employees. The findings
of this research supported cited research concerning the relationship between transformational
leadership and teacher commitment.
The theory of organizational commitment by Meyer and Allen (1997) found that when
leaders understand the way in which commitment develops, it enhanced attitudes and behaviors
that put organizations in a better position to predict the effect of the change and helped leaders
manage change more effectively.
Presently in the UAE, education is viewed as a way to improve the economy and lives of a
nation’s people, so teachers in the UAE are under pressure to raise the quality of education to a
globally competitive level. To achieve this objective, the UAE needs to investigate the
leadership approaches of school principals and upskill principals in public and private K-12
schools to equip them with the skills they require to effectively lead the implementation of the
educational goals of the UAE. Evidence from this study and previous empirical research
indicates there is a connection between transformational leadership and the academic success of
students and the performance of schools (Leithwood & Jantzi, 2008; Leithwood et al., 2004).
The changing nature of K-12 education suggests that effective leadership and committed
employees are required to cope with the demands imposed upon K-12 schools. With the
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differing changes and reforms in K-12 education around the world, K-12 schools must examine
the effectiveness of their leadership as well as the level of commitment among their personnel.
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Appendices

Appendix A: Permission to Use Survey of Transformational Leadership
Mon, Jul 23,
2018, 8:43 PM

Becan, Jennifer <j.becan@tcu.edu>

Dear Valerie,
Thank you for your interest in using the Survey of Transformational Leadership
(STL). You do have my permission to use the survey.
Please see the attached published article demonstrating psychometrics and the
following website for the scoring guide.
https://ibr.tcu.edu/forms/organizational-staff-assessments/

I would be interested in about your results! If there are other questions not addressed
by the manuscript, please let me know.
Jenny

Jennifer Edwards Becan, Ph.D.
Associate Research Scientist
Institute of Behavioral Research
and Karyn Purvis Institute of Child Development
Texas Christian University
817-257-6518 [IBR FAX 7290]
IBR: TCU Box 298740, Fort Worth, TX 76129
ibr.tcu.edu
child.tcu.edu
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Appendix B: Survey of Transformational leadership

Questionnaire Items
Integrity.
IN1
shows determination on the job
IN10 does not display honesty (R)
IN16 is approachable
IN37 considers the ethical implications of actions
IN42 expresses values shared by program staff members
IN47 encourages staff behaviors consistent with the values shared by all members
IN53 acts consistently with values shared by program staff members
IN64 keeps commitments
IN69 is trustworthy
IN73 behaves in ways that strengthens respect from staff members
IN76 is someone that staff members are proud to be associated with
IN82 models behaviors other staff are asked to perform
IN94 shows self-confidence
Sensible Risk
SR17 takes appropriate personal risks in order to improve the program
SR21 takes personal chances in pursuing program goals
SR27 is willing to personally sacrifice for the sake of the program
SR31 makes bold personal decisions, if necessary, to improve the program
SR88 performs tasks other than own, when necessary, to fulfill program objectives
SR92 seeks program interests over personal interests
Encourages Innovation
EI2
attempts to improve the program by taking a new approach to business as usual
EI48 positively acknowledges creative solutions to problems
EI54 encourages ideas other than own
EI59 is respectful in handling staff member mistakes
EI70 encourages staff to try new ways to accomplish their work
EI77 suggests new ways of getting tasks completed
EI81 asks questions that stimulate staff members to consider ways to improve their work
performance
EI95 does not criticize program members’ ideas even when different from own
Demonstrates Innovation
DI7
accomplishes tasks in a different manner from most other people
DI11 tries ways of doing things that are different from the norm
DI22 seeks new opportunities within the program for achieving organizational objectives
DI28 identifies limitations that may hinder organizational improvement
DI79 challenges staff members to reconsider how they do things
DI84 takes bold actions in order to achieve program objectives
DI86 searches outside the program for ways to facilitate organizational improvement
Inspirational Motivation
IM3
makes staff aware of the need for change in the program
IM12 conveys hope about the future of the program
IM15 communicates program needs
IM19 identifies program weaknesses
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Appendix C: Permission to Use Organizational Commitment of Teachers Scale

Organizational Commitment of Teachers Scale
Version Attached: Full Test
PsycTESTS Citation:
Jo, S. H. (2014). Organizational Commitment of Teachers Scale [Database record]. Retrieved from
PsycTESTS. doi: http://dx.doi.org/10.1037/t60688-000
Test Format:
Respondents rate the extent to which each of the 6 behaviors coincide with their actual behaviors at
school using a 7-point scale ranging from 1 (not at all true of me) to 7 (very true of me). Items are
in reference to the past two months prior to testing.
Source:
Jo, Seog Hun. (2014). Teacher commitment: Exploring associations with relationships and
emotions. Teaching and Teacher Education, Vol 43, 120-130. doi: 10.1016/j.tate.2014.07.004, ©
2014 by Elsevier. Reproduced by Permission of Elsevier.
Permissions:
Test content may be reproduced and used for non-commercial research and educational purposes
without seeking written permission. Distribution must be controlled, meaning only to the
participants engaged in the research or enrolled in the educational activity. Any other type of
reproduction or distribution of test content is not authorized without written permission from the
author and publisher. Always include a credit line that contains the source citation and copyright
owner when writing about or using any test.
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Appendix D: Organizational Commitment of Teachers Scale

Organizational Commitment of Teachers Scale
Items
I am eager to find better ways of doing my job through attentive reflection.
I seek high--‐quality job performance.
I make additional effort to acquire information and skills for my job.
I try to make proper changes congruent with my professional beliefs even
when I am not accustomed to the situation.
5. When I participate in decision making, I place a higher priority on my job than on
my personal interests.
6. I take part in school affairs without fringe benefits, which I can deal well with.
1.
2.
3.
4.

Note. Items are in reference to the past two months and are rated on a 7--‐point scale ranging from
1 (not at all true of me) to 7 (very true of me).
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Appendix E: Qualtrics Survey of Transformational Leadership for Principals
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The anonymous linkage code below will be used to match data without using your name or
information that can identify you. Please complete the following items for your anonymous
code:

o
The first letter of your first name (4)
________________________________________________
o Day of birth (5) ________________________________________________
o Your month of birth (6) ________________________________________________
o
The first letter of your middle name (7)
________________________________________________
o
The first letter of city or town you were born in. (8)
________________________________________________
o
Write your anonymous linkage code in this box e.g F59EA (9)
________________________________________________
Q1 Are you:

o Male (1)
o Female (2)

173

Q2 Highest Degree Status: [Mark One]

o No high school diploma or equivalent (1)
o High school diploma or equivalent (2)
o Some college, but no degree (3)
o Bachelor's degree (4)
o Master's degree (5)
o Doctoral degree or equivalent (6)
o Other (7)
Q3 Current Job Position:

o Teacher (1)
o Coordinator (2)
o Student Support (3)
o Guidance Counselor (4)
o Teacher Librarian (5)
o Deputy Head of School (6)
o Head of School (7)
o Other (8)
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Q4 How much experience do you have in the education sector?

o < 1 yr (1)
o 1-3 years (2)
o 4 to 5 years (3)
o 6 to 10 years (4)
o 11-15 years (5)
o 16-20 years (6)
o 21 + years (7)
Q5 How long have you been in your present job?

o 0-6 months (1)
o 6-11 months (2)
o 1 to 3 years (3)
o 3 to 5 years (4)
o over 5 years (5)
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Q6 How many students are you currently teaching?

o 0 (1)
o 1-10 (2)
o 11-20 (3)
o 21-30 (4)
o 31-40 (5)
o > 40 (6)
Q7 Select the statement that best describes you.

o I am at a HIGHER organizational level than the person I am rating. (1)
o I am at the SAME organizational level as the person I am rating. (2)
o I am at a LOWER organizational level than the person I am rating. (3)
Q8 Select the statement that best describes the person you are rating.

o I consider this person UPPER management. (1)
o I consider this person MIDDLE management. (2)
o I consider this person LOWER management. (3)
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Q10 Use the following rating scale:
THE PERSON I AM RATING . . .
Not at all
(1)

Once in a
while (2)

Sometimes
(3)

Fairly often
(4)

Frequently if
not always
(5)

shows
determination
on the job. (1)

o

o

o

o

o

attempts to
improve the
school by taking
a new approach
to business as
usual. (2)

o

o

o

o

o

makes staff
aware of the
need for change
in the school.
(3)

o

o

o

o

o

treats staff
members as
individuals,
rather than as a
collective group.
(4)

o

o

o

o

o

provides
opportunities for
staff to
participate in
making
decisions that
affect the
school. (5)

o

o

o

o

o

performs
leadership
functions as a
part of a
leadership
team. (6)

o

o

o

o

o
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accomplishes
tasks in a
different
manner from
most other
people. (7)

o

o

o

o

o

expresses
appreciation
on an
individual basis
for high staff
performance.
(8)

o

o

o

o

o

provides
opportunities
for staff
members to
take primary
responsibility
over tasks. (9)

o

o

o

o

o

does not
display
honesty. (10)

o

o

o

o

o

tries ways of
doing things
that are
different from
the norm. (11)

o

o

o

o

o

conveys hope
about the
future of the
school. (12)

o

o

o

o

o

treats
individual staff
members with
dignity and
respect. (13)

o

o

o

o

o
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assigns
individual staff
members to
lead the
implementation
of school
objectives. (14)

o

o

o

o

o

communicates
the school
needs. (15)

o

o

o

o

o

is
approachable.
(16)

o

o

o

o

o

takes
appropriate
personal risks
in order to
improve the
school. (17)

o

o

o

o

o

provides team
incentives for
high staff
performance.
(18)

o

o

o

o

o

identifies
school
weaknesses.
(19)

o

o

o

o

o

provides
encouragement
to staff
members. (20)

o

o

o

o

o

takes personal
risks in
pursuing
school goals.
(21)

o

o

o

o

o
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seeks new
opportunities
within the
school for
achieving
organizational
objectives.
(22)

o

o

o

o

o

considers staff
needs when
setting new
school goals.
(23)

o

o

o

o

o

allocates
some school
funds for the
sole purpose
of
acknowledging
high staff
performance.
(24)

o

o

o

o

o

delegates
tasks that
build up the
school
organization.
(25)

o

o

o

o

o

encourages
staff feedback
in choosing
new school
goals. (26)

o

o

o

o

o

is willing to
personally
sacrifice for
the sake of the
school. (27)

o

o

o

o

o
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identifies
limitations
that may
hinder school
organizational
improvement.
(28)

o

o

o

o

o

develops new
school goals.
(29)

o

o

o

o

o

assigns tasks
based on
staff
members'
interests. (30)

o

o

o

o

o

o

o

o

o

o

takes time to
communicate
appreciation
for high staff
performance.
(32)

o

o

o

o

o

talks about
goals for the
future of the
school. (33)

o

o

o

o

o

does not
respect
individual
staff
members'
personal
feelings. (34)

o

o

o

o

o

makes bold
personal
decisions, if
necessary, to
improve the
school. (31)
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enables staff to
make decisions,
within
contractual
agreements, on
how they get
their work done.
(35)

o

o

o

o

o

displays
enthusiasm
about pursuing
school goals.
(36)

o

o

o

o

o

considers the
ethical
implications of
actions. (37)

o

o

o

o

o

turns
challenges into
opportunities.
(38)

o

o

o

o

o

uses metaphors
and/or visual
tools to convey
national agenda
and school
goals. (39)

o

o

o

o

o

follows
delegation of a
task with
support and
encouragement.
(40)

o

o

o

o

o

displays
confidence that
school goals will
be achieved.
(41)

o

o

o

o

o
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expresses
values shared
by school
staff
members.
(42)

o

o

o

o

o

expresses a
clear vision
for the future
of the school.
(43)

o

o

o

o

o

provides
individual
incentives for
contributing
toward school
goals. (44)

o

o

o

o

o

sees that
authority is
granted to
staff in order
to get tasks
completed.
(45)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

clearly
defines the
steps needed
to reach
school goals.
(46)
encourages
staff
behaviors
consistent
with the
values shared
by all
members.
(47)
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positively
acknowledges
creative
solutions to
problems.
(48)

o

o

o

o

o

sets
attainable
objectives for
reaching
school goals.
(49)

o

o

o

o

o

offers
individual
learning
opportunities
to staff
members for
professional
growth. (50)

o

o

o

o

o

o

o

o

o

o

helps staff
members see
how their own
goals can be
reached by
pursuing
school goals.
(52)

o

o

o

o

o

acts
consistently
with values
shared by
school staff
members.
(53)

o

o

o

o

o

provides
requested
support for
task
completion.
(51)
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encourages
ideas other
than own.
(54)

o

o

o

o

o

creates staff
groups to
discuss
defining new
school goals.
(55)

o

o

o

o

o

allocates
adequate
resources to
see that tasks
are
completed.
(56)

o

o

o

o

o

demonstrates
tasks aimed
at fulfilling
school goals.
(57)

o

o

o

o

o

wants staff
members to
encourage
each other in
their work.
(58)

o

o

o

o

o

is respectful
in handling
staff member
mistakes.
(59)

o

o

o

o

o

allocates
resources
toward school
goals. (60)

o

o

o

o

o
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takes into
account
individual
abilities when
teaching staff
members. (61)

o

o

o

o

o

provides
information
necessary for
task
completion.
(62)

o

o

o

o

o

obtains staff
assistance in
reaching
school goals.
(63)

o

o

o

o

o

keeps
commitments.
(64)

o

o

o

o

o

shares
leadership
responsibilities
with other staff
members. (65)

o

o

o

o

o

secures
support from
outside the
school when
needed to
reach school
goals. (66)

o

o

o

o

o

coaches staff
members on
an individual
basis. (67)

o

o

o

o

o
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provides
feedback on
progress
toward
completing a
task. (68)

o

o

o

o

o

is trustworthy.
(69)

o

o

o

o

o

encourages
staff to try
new ways to
accomplish
their work.
(70)

o

o

o

o

o

promotes
teamwork in
reaching
school goals.
(71)

o

o

o

o

o

expects
excellence
from staff.
(72)

o

o

o

o

o

behaves in
ways that
strengthens
respect from
staff
members.
(73)

o

o

o

o

o

involves other
staff
members in
performing
leadership
activities. (74)

o

o

o

o

o
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expresses
confidence in
staff
members'
collective
ability to
reach school
goals. (75)

o

o

o

o

o

is someone
that staff
members are
proud to be
associated
with. (76)

o

o

o

o

o

suggests new
ways of
getting tasks
completed.
(77)

o

o

o

o

o

expects that
members of
the staff will
take the
initiative on
completing
tasks. (78)

o

o

o

o

o

challenges
staff
members to
reconsider
how they do
things. (79)

o

o

o

o

o

expects that
staff
members will
give tasks
their best
effort. (80)

o

o

o

o

o
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asks
questions that
stimulate staff
members to
consider
ways to
improve their
work
performance.
(81)

o

o

o

o

o

o

o

o

o

o

prepares for
challenges
that may
result from
changes in
the school.
(83)

o

o

o

o

o

takes bold
actions in
order to
achieve
school
objectives.
(84)

o

o

o

o

o

recognizes
individual
staff
members'
needs and
desires. (85)

o

o

o

o

o

models
behaviors
that other
staff are
asked to
perform. (82)
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searches
outside the
school for
ways to
facilitate
organizational
improvement.
(86)

o

o

o

o

o

develops new
school goals.
(87)

o

o

o

o

o

performs
tasks other
than own,
when
necessary, to
fulfill school
objectives.
(88)

o

o

o

o

o

encourages
staff to share
suggestions
in how new
school goals
will be
implemented.
(89)

o

o

o

o

o

shows
appreciation
when the staff
collectively
strive toward
reaching
school goals.
(90)

o

o

o

o

o

behaves
consistently
with school
goals. (91)

o

o

o

o

o
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seeks school
interests over
personal
interests. (92)

o

o

o

o

o

conveys
confidence in
staff
members'
ability to
accomplish
tasks. (93)

o

o

o

o

o

shows selfconfidence.
(94)

o

o

o

o

o

does not
criticize
school
members'
ideas even
when
different from
own. (95)

o

o

o

o

o

helps staff
members set
attainable
goals to
accomplish
work tasks.
(96)

o

o

o

o

o
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Transformational Leadership Survey
Start of Block: Default Question Block

مسح القيادة التحويلي ة

تعليمات
يطرح هذا ا�ستط�ع أسئل ة حول أسلوب القيادةلمدير المدرس ة .ستحكم على عدد المرات التييناسب هاكلبيانللشخص الذيتقوم
في ةفقط .يتم طلب رمز الرابط المج هولبحيثيمكن" ربط "المعلومات التي
فيقصير�غراض وص
بتقييم ه .يبدأ ا�ستبيانبقسم ديموغرا
تعطي ها ا�نبردودك على ا�سئل ة المماثل ة التيقديتم طرح ها�حقًا .
�كمال النموذج ،يرجى النقر على الدوائر المناسب ة .
إذا كنت�تشعربا�رتياح �عطاء إجاب ةلبيان معين ،فيمكنكتخطي ذلك وا�نتقال إلى العبارة التالي ة  .إذا كان هناك عنصر�ينطبق
عليك أو على مكان عملك ،اترك هفار ً
غا .

سيتم استخدام رمز الرابط المج هول أدناهلمطابق ة البيانات دون استخدام اسمك أو معلوماتك التييمكن من خ�ل ها التعرف عليك .
يرجى إكمال العناصر التالي ةلرمزك المج هول :

o
________________________________________________ (5) oيوم المي�د
________________________________________________ (6) oش هر مي�دك
________________________________________________ (7) oالحرف ا�ول من اسمك ا�وسط
________________________________________________ (8) oالحرف ا�ول من المدين ة التي
ولدتفي ها.
)________________________________________________ (4الحرف ا�ول من اسمك ا�ول

o

) ________________________________________________ (9اكتب رمز الربط المج هولفي
هذا المربع  ،علىسبيل المثالF59EA
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هل أنت: Q1

o
o

) (1ذكر
) (2أنثى

أعلى درجة علمية[  :اختر واحدةفقط] Q2

o
o
o
o
o
o
o

)� (1يوجد دبلوم المدرس ة الثانوي ة أو مايعادل ها
) (2ش هادة الدراس ة الثانوي ة أو مايعادل ها
)(3بعض الكليات  ،ولكن �يوجد درج ة
) (4درج ة البكالريوس
) (5ماجيستير
) (6درج ة الدكتوراه أو مايعادل ها
) (7آخر
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في الحالي[ :ضع ع�م ة علىكل ماينطبق] Q3
الموقف الوظي

o
o
o
o
o
o
o
o

) (1معلم الصف
) (2منسق
) (3دعم الط�ب
)ُ (4مو ّج ه
) (5أمين مكتب ة
) (6نائب رئيس المدرس ة
) (7مدير المدرس ة
) (8آخر

ما مدى خبرتكفي التدريس؟Q4

o
o
o
o
o
o
o

) (1سن ة
) (2منسن ة إلى 3سنوات
) (3من  4إلى  5سنوات
) (4من  6إلى  10سنوات
) (5من  11إلى  15سن ة
) (6من  16إلى  20سن ة
) (7أكثر من 21سن ة
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منذ متى وانتفي عملك الحالي ؟Q5

o
o
o
o
o

 (1) 0-6أش هر
هرا
) (2من  6إلى  11ش ً
) (3من  1الى  3سنوات
) (4من  3الى  5سنوات
) (5أكثر من 5سنوات

كم عدد الط�ب الذينتقومبتدريس هم حاليًا؟Q6

o
(2) 1-10 o
(3) 11-20 o
(4) 21-30 o
(5) 31-40 o
(6) > 40 o
(1) 0

فا ًلك. Q7
حدد البيان ا�
فضل وص

o
o
o

) (1أنا على مستوىتنظيمي أعلى من الشخص الذي أقيّم ه.
ف ه.
) (2أنا علىنفس المستوى التنظيميللشخص الذي أقومبتصني
) (3أنا على مستوىتنظيمي أقل من الشخص الذي أقيّم ه.
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فضلشيئللشخص الذيتقومبتقييم ه. Q8
حدد العبارة التيتصف أ

o
o
o

) (1أنا أعتبر هذا الشخص عالي ا�دارة.
) (2أنا أعتبر هذا الشخص متوسط ا�دارة.
) (3أنا أعتبر هذا الشخص ضعيف ا�دارة.

استخدم مقياس التقييم التالي :

الشخص الذي أقيم. . . Q10
)(1
على ا�ط�ق
)(1يظ هر
التصميم على
ف ة.
الوظي

o

)(2يحاول
تحسين المدرس ة
من خ�لاتباع
ن هج جديدللعمل
كالمعتاد.

o

)(3يجعل
الموظفين على
دراي ةبالحاج ة إلى
التغييرفي
المدرس ة.

o

)(4يعامل
فراد ،
الموظفينكأ
وليس كمجموع ة
جماعي ة.

o

) (2واحدفي حين

o

)(3بعض ا�حيان

o
o

o

o

o

o

o
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)(4في كثير من
ا�حيان إلى حد ما

o
o
o
o

)(5في كثير من
ا�حيان إنلميكن
دائما

o
o
o
o

صا
)(5يو
فرفر ً
للموظفين
للمشارك ةفياتخاذ
القرارات التي
تؤثر على المدرس ة.

o

)(6يؤدي
وظائف القيادة
كجزء منفريق
القيادة.

o

)(7ينجز الم هام
ف ة عن
بطريق ة مختل
معظم الناس
ا�خرين.

o

)(8يعبر عن
تقديره على أساس
فردي�داء
الموظفين العالي.

o

فرص
)(9يتيح ال
للموظفينلتحمل
المسؤولي ة
ا�ساسي ة عن
الم هام.

o

)� (10يتصف
بالصدق.

o

)(11يحاول
طرق القيامبأشياء
ف ة عن القاعدة.
مختل

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o

o
o
o
o
o
o
o

)(12يتحلى
با�ملفي مستقبل
المدرس ة.

o

)(13يعامل
الموظفينبكرام ة
واحترام.

o

)(14يعين
فراد
الموظفين ا�
فيذ أ هداف
لقيادةتن
المدرس ة.

o

)(15يتصل
باحتياجات
المدرس ة.

o

) (16هو ودود،
يمكن الوصول إلي ه
.

o

)(17يأخذ
المخاطر
الشخصي ة المناسب ة
من أجلتحسين
المدرس ة.

o

فر
)(18يو
فز �داء
حوا
الموظفين العالي

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o

o
o
o
o
o
o
o

)(19يحددنقاط
الضعففي
المدرس ة.

o

)(20يقوم
فراد
فيز ا�
بتح
الموظفين

o

)(21يأخذ
المخاطر
الشخصي ةفي
متابع ة أ هداف
المدرس ة.

o

)(22يسعى
للحصول على
فرص جديدة داخل
المدرس ةلتحقيق
ا� هداف التنظيمي ة.

o

)(23يأخذبعين
ا�عتبار احتياجات
الموظفين عند
وضع ا� هداف
المدرسي ة الجديدة.

o

)(24يخصص
بعض رؤوس
أموال المدرس ة
لغرض وحيد هو
ا�عترافبأداء
الموظفين العالي.

o

)(25يمثل الم هام
التيتبني المنظم ة
المدرسي ة.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o

o
o
o
o
o
o
o

)(26يشجع
ردود الموظفين
في اختيار أ هداف
المدرس ة الجديدة.

o

) (27على
استعدادللتضحي ة
شخصيا من أجل
المدرس ة.

o

)(28يحدد القيود
التيقدتعيق
التحسين التنظيمي
للمدرس ة.

o

)(29يطور
أ هداف المدرس ة
الجديدة.

o

)(30يعين الم هام
على أساس
اهتمامات
الموظفين.

o

)(31يتخذ
قراراتشخصي ة
جريئ ة  ،إذالزم
ا�مر ،لتحسين
المدرس ة.

o

)(32يستغرق
وقتًا طوي� ًل�ب�غ
عن التقدير�داء
الموظفين العالي.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o

o
o
o
o
o
o
o

)(33يتحدث عن
ا� هداف المستقبل
المدرس ة.

o

)� (34يحترم
مشاعر الموظفين
الشخصي ة.

o

)(35يسمح
للموظفينباتخاذ
القرارات ،في
إطار ا�تفاقات
التعاقدي ة  ،على
في ة إنجاز عمل هم.
كي

o

)(36يظ هر
الحماس حول
متابع ة أ هداف
المدرس ة.

o

)(37يأخذفي
ا�عتبار ا�ثار
ا�خ�قي ة
ل�جراءات.

o

)(38يقوم
بتحويل التحديات
إلىفرص.

o

)(39يستخدم
ا�ستعارات و  /أو
ا�دوات البصري ة
لنقل جدول
ا�عمال الوطني
وأ هداف المدرس ة.

o

)(40يتبع
تفويض الم همات
مع الدعم والتشجيع.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o

)(41يض هر
الثق ةبأن أ هداف
المدرس ةستتحقق.

o

)(42يعبر عن
القيم المشترك ةبين
أعضاء هيئ ة
التدريس.

o

)(43يعبر عن
رؤي ة واضح ة
لمستقبل المدرس ة.

o

فز
)(44يقدم حوا
فردي ةللمسا هم ة
فيتحقيق أ هداف
المدرس ة.

o

)(45يرى أنيتم
منح السلط ة
للموظفين من أجل
إنجاز الم هام.

o

)(46يحدد
بوضوح الخطوات
ال�زم ةللوصول
إلى أ هداف
المدرس ة.

o

)(47يشجع
سلوكيات
فق
الموظفينبمايت
مع القيم المشترك ة
بين جميع
ا�عضاء.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o

o
o
o
o
o
o
o

)(48يعترف
بشكلإيجابي
بالحلول ا�بداعي ة
للمشاكل.
فًا
)(49يحدد أ هدا
ممكن ةللوصول
إلى أ هداف
المدرس ة.

o
o

)(50يقدمفرص
فردي
التعليم ال
للموظفين من أجل
النمو الم هني.

o

فر الدعم
)(51يو
المطلوب�نجاز
الم هم ة.

o

) (52ساعد
الموظفين على
ف ةكيفيمكن
معر
الوصول إلى
ف هم من خ�ل
أ هدا
متابع ة أ هداف
المدرس ة

o

)(53يتصرف
باستمرار مع القيم
المشترك ةبين
أعضاء هيئ ة
التدريس.

o

)(54يشجع
فكار غير
ا�
الخاص ة.

o

)(55يعين
مجموعات
الموظفينلمناقش ة
تحديد أ هداف
المدرس ة الجديدة.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o

o
o
o

o
o
o
o
o

o
o
o

)(56يخصص
في ة
الموارد الكا
ل�نت هاء من الم هام.

o

)(57يوضح
الم هام التيت هدف
إلىتحقيق أ هداف
المدرس ة.

o

)(58يريد من
الموظفينتشجيع
بعض هم البعضفي
عمل هم.

o

)(59يتصف
با�حترمفي
التعامل مع أخطاء
الموظفين.

o

)(60يخصص
المواردنحو
أ هداف المدرس ة.

o

)(61يأخذبعين
ا�عتبار القدرات
فردي ة عند
ال
أعضاء هيئ ة
التدريس.

o

فر
)(62يو
المعلومات ال�زم ة
�نجاز الم هم ة.

o

)(63يحصل
على مساعدة
الموظفينفي
الوصول إلى
أ هداف المدرس ة.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o

فظ على
)(64يحا
ا�لتزام.

o

)(65يشارك
المسؤوليات
القيادي ة مع
الموظفين ا�خرين.

o

)(66يؤمن الدعم
من خارج المدرس ة
عند الحاج ة
للوصول إلى
أ هداف المدرس ة.

o

)(67يقوم
بتدريب الموظفين
على أساسفردي.

o

o

o

o

o

o

o

o

o

o
o
o
o

o
o
o
o

)(68يقدم
م�حظات حول
التقدمنحو إكمال
الم هم ة.

o

o

o

o

o

) (69جديربالثق ة.

o

o

o

o

o

)(70يشجع
الموظفين على
تجرب ة طرق جديدة
�نجاز عمل هم.

o

o

o
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o

o

)(71يعزز
العمل الجماعيفي
الوصول إلى
أ هداف المدرس ة.

o

)(72يتوقع
التميز من
الموظفين.

o

)(73يتصرف
بطرقتعزز
ا�حترام من
الموظفين.

o

)(74يقوم
بإشراك موظفين
آخرينفي القيام
بأنشط ة القيادة.

o

)(75تعرب عن
ثقت هفي القدرة
الجماعي ةللموظفين
للوصول إلى
أ هداف المدرس ة.

o

) (76هوشخص
يفخر الموظفون
با�نضمام إلي ه.

o

)(77يقترح
طرقًا جديدة
�نجاز الم هام.

o

)(78يتوقع أن
يقوم أعضاء
الطاقمبزمام
المبادرةفي إنجاز
الم هام.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o

)(79يتحدى
الموظفين�عادة
في ة
النظرفي كي
قيام همبأشياء.

o

)(80يتوقع أن
يقوم الموظفون
بإعطاء الم هام
قصارى ج هد هم.

o

)(81يطرح
فز
ا�سئل ة التيتح
الموظفينللنظر
في طرقلتحسين
أداء العمل.

o

)(82يعرض
السلوكيات
النموذجي ة التي
يطلب من
الموظفين ا�خرين
أداء ها.

o

)(83يستعد
للتحديات التيقد
تنجم عن
التغييراتفي
المدرس ة.

o

)(84يتخذ
إجراءات جريئ ة
من أجلتحقيق
أ هداف المدرس ة.

o

)(85يعترف
باحتياجات
ورغبات الموظفين
فردي ة.
ال

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o

o
o
o
o
o
o
o

)(86يبحث
خارج المدرس ة
عن طرقلتس هيل
التحسين التنظيمي.

o

)(87يطور
أ هداف المدرس ة
الجديدة.

o

)(88يقومبم هام
أخرى غير م هام ه
 ،عندالضرورة ،
لتحقيق أ هداف
المدرس ة.

o

)(89يشجع
الموظفين على
مشارك ة
ا�قتراحات حول
فيذ أ هداف
في ةتن
كي
المدرس ة الجديدة.

o

)(90يظ هر
التقدير عندما
يسعى الموظفون
بشكل جماعي
للوصول إلى
أ هداف المدرس ة.

o

o

o

o

o

o

o

o

o

o

o

208

o
o
o
o

o

o
o
o
o

o

)(91يتصرف
باستمرار مع
أ هداف المدرس ة.

o

)(92يبدي
المصالح المدرسي ة
على المصالح
الشخصي ة.

o

)(93ينقل الثق ة
فيقدرة الموظفين
على إنجاز الم هام.

o

)(94يدل على
فس.
الثق ةبالن

o

)� (95ينتقد
فكار أعضاء
أ
المدرس ة حتى
عندماتختلف عن
فكاره.
أ

o

)(96يساعد
الموظفين على
وضع أ هدافقابل ة
للتحقيق�نجاز
م هام العمل.

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o

o
o
o
o
o
o

Appendix F: Qualtrics Teachers’ Commitment and Transformational Leadership Survey

Transformational Leadership Survey
Teachers Version
Start of Block: Default Question Block

Transformational Leadership Survey Teachers Version
This survey asks questions about the leadership style of your School Principal. You will judge
how frequently each statement fits the person you are rating. The survey begins with a short
demographic section that is for descriptive purposes only. The Anonymous Linkage Code is
requested so that the information you give now can be "linked" to your responses to similar
questions you may be asked later.
To complete the form, please click on the appropriate circles. If you do not feel comfortable
answering a particular statement, you may skip it and move on to the next statement. If an item
does not apply to you or your workplace, leave it blank.
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The anonymous linkage code below will be used to match data without using your name or
information that can identify you. Please complete the following items for your anonymous
code:

o
The first letter of your first name (4)
________________________________________________
o Day of birth (5) ________________________________________________
o Your month of birth (6) ________________________________________________
o
The first letter of your middle name (7)
________________________________________________
o
The first letter of city or town you were born in. (8)
________________________________________________
o
Write your anonymous linkage code in this box e.g F59EA (9)
________________________________________________
Q1 Are you:

o Male (1)
o Female (2)
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Q2 Highest Degree Status: [Mark One]

o No high school diploma or equivalent (1)
o High school diploma or equivalent (2)
o Some college, but no degree (3)
o Bachelor's degree (4)
o Master's degree (5)
o Doctoral degree or equivalent (6)
o Other (7)
Q3 Current Job Position:

o Teacher (1)
o Coordinator (2)
o Student Support (3)
o Guidance Counselor (4)
o Teacher Librarian (5)
o Deputy Head of School (6)
o Head of School (7)
o Other (8)
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Q4 How much experience do you have in the education sector?

o < 1 year (1)
o 1-3 years (2)
o 4 to 5 years (3)
o 6 to 10 years (4)
o 11-15 years (5)
o 16-20 years (6)
o 21 + years (7)
Q5 How long have you been in your present job?

o 0-6 months (1)
o 6-11 months (2)
o 1 to 3 years (3)
o 3 to 5 years (4)
o over 5 years (5)
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Q6 How many students are you currently teaching?

o 0 (1)
o 1-10 (2)
o 11-20 (3)
o 21-30 (4)
o 31-40 (5)
o > 40 (6)
Q7 Select the statement that best describes you.

o I am at a HIGHER organizational level than the person I am rating. (1)
o I am at the SAME organizational level as the person I am rating. (2)
o I am at a LOWER organizational level than the person I am rating. (3)
Q8 Select the statement that best describes the person you are rating.

o I consider this person UPPER management. (1)
o I consider this person MIDDLE management. (2)
o I consider this person LOWER management. (3)
Q9 Please rate the extent to which each of the 6 behaviors coincides with your actual behaviors
at school using a 5-point scale ranging from 1 (not at all true of me) to 5 (very true of me). Items
are about the past two months before testing.
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not at all true
of me Scale
point 1 (1)

Scale point 2
(2)

Scale point 3
(3)

Scale point 4
(4)

very true of
me Scale
point 5 (5)

I am eager to
find better
ways of doing
my job
through
attentive
reflection. (1)

o

o

o

o

o

I seek high‐
quality job
performance.
(2)

o

o

o

o

o

I make
additional
effort to
acquire
information
and skills for
my job. (3)

o

o

o

o

o

I try to make
proper
changes
congruent
with my
professional
beliefs even
when I am
not
accustomed
to the
situation. (4)

o

o

o

o

o
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When I
participate in
decision
making, I
place a
higher priority
on my job
than on my
personal
interests. (5)

o

o

o

o

o

I take part in
school affairs
without fringe
benefits,
which I can
deal well
with. (6)

o

o

o

o

o

Q10 Use the following rating scale:
THE PERSON I AM RATING . . .
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Not at all
(1)

Once in a
while (2)

Sometimes
(3)

Fairly often
(4)

Frequently if
not always
(5)

shows
determination
on the job. (1)

o

o

o

o

o

attempts to
improve the
school by taking
a new approach
to business as
usual. (2)

o

o

o

o

o

makes staff
aware of the
need for change
in the school.
(3)

o

o

o

o

o

treats staff
members as
individuals,
rather than as a
collective group.
(4)

o

o

o

o

o

provides
opportunities for
staff to
participate in
making
decisions that
affect the
school. (5)

o

o

o

o

o

performs
leadership
functions as a
part of a
leadership
team. (6)

o

o

o

o

o
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accomplishes
tasks in a
different
manner from
most other
people. (7)

o

o

o

o

o

expresses
appreciation
on an
individual
basis for high
staff
performance.
(8)

o

o

o

o

o

provides
opportunities
for staff
members to
take primary
responsibility
over tasks.
(9)

o

o

o

o

o

does not
display
honesty. (10)

o

o

o

o

o

tries ways of
doing things
that are
different from
the norm.
(11)

o

o

o

o

o

conveys hope
about the
future of the
school. (12)

o

o

o

o

o
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treats
individual staff
members with
dignity and
respect. (13)

o

o

o

o

o

assigns
individual staff
members to
lead the
implementation
of school
objectives. (14)

o

o

o

o

o

communicates
the school
needs. (15)

o

o

o

o

o

is
approachable.
(16)

o

o

o

o

o

takes
appropriate
personal risks
in order to
improve the
school. (17)

o

o

o

o

o

provides team
incentives for
high staff
performance.
(18)

o

o

o

o

o
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identifies
school
weaknesses.
(19)

o

o

o

o

o

provides
encouragement
to staff
members. (20)

o

o

o

o

o

takes personal
risks in
pursuing
school goals.
(21)

o

o

o

o

o

seeks new
opportunities
within the
school for
achieving
organizational
objectives. (22)

o

o

o

o

o

considers staff
needs when
setting new
school goals.
(23)

o

o

o

o

o

allocates some
school funds
for the sole
purpose of
acknowledging
high staff
performance.
(24)

o

o

o

o

o
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delegates
tasks that
build up the
school
organization.
(25)

o

o

o

o

o

encourages
staff feedback
in choosing
new school
goals. (26)

o

o

o

o

o

is willing to
personally
sacrifice for
the sake of
the school.
(27)

o

o

o

o

o

identifies
limitations
that may
hinder school
organizational
improvement.
(28)

o

o

o

o

o

o

o

o

o

o

assigns tasks
based on
staff
members'
interests. (30)

o

o

o

o

o

makes bold
personal
decisions, if
necessary, to
improve the
school. (31)

o

o

o

o

o

develops new
school goals.
(29)
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takes time to
communicate
appreciation for
high staff
performance.
(32)

o

o

o

o

o

talks about
goals for the
future of the
school. (33)

o

o

o

o

o

does not
respect
individual staff
members'
personal
feelings. (34)

o

o

o

o

o

enables staff to
make decisions,
within
contractual
agreements, on
how they get
their work done.
(35)

o

o

o

o

o

displays
enthusiasm
about pursuing
school goals.
(36)

o

o

o

o

o

considers the
ethical
implications of
actions. (37)

o

o

o

o

o

turns
challenges into
opportunities.
(38)

o

o

o

o

o
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uses metaphors
and/or visual
tools to convey
national agenda
and school
goals. (39)

o

o

o

o

o

follows
delegation of a
task with
support and
encouragement.
(40)

o

o

o

o

o

displays
confidence that
school goals will
be achieved.
(41)

o

o

o

o

o

expresses
values shared
by school staff
members. (42)

o

o

o

o

o

expresses a
clear vision for
the future of the
school. (43)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

provides
individual
incentives for
contributing
toward school
goals. (44)
sees that
authority is
granted to staff
in order to get
tasks
completed. (45)
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clearly
defines the
steps needed
to reach
school goals.
(46)

o

o

o

o

o

encourages
staff
behaviors
consistent
with the
values shared
by all
members.
(47)

o

o

o

o

o

positively
acknowledges
creative
solutions to
problems.
(48)

o

o

o

o

o

sets
attainable
objectives for
reaching
school goals.
(49)

o

o

o

o

o

offers
individual
learning
opportunities
to staff
members for
professional
growth. (50)

o

o

o

o

o

o

o

o

o

o

provides
requested
support for
task
completion.
(51)
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helps staff
members see
how their own
goals can be
reached by
pursuing
school goals.
(52)

o

o

o

o

o

acts
consistently
with values
shared by
school staff
members.
(53)

o

o

o

o

o

encourages
ideas other
than own.
(54)

o

o

o

o

o

creates staff
groups to
discuss
defining new
school goals.
(55)

o

o

o

o

o

allocates
adequate
resources to
see that tasks
are
completed.
(56)

o

o

o

o

o

demonstrates
tasks aimed
at fulfilling
school goals.
(57)

o

o

o

o

o
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wants staff
members to
encourage
each other in
their work.
(58)

o

o

o

o

o

is respectful in
handling staff
member
mistakes. (59)

o

o

o

o

o

allocates
resources
toward school
goals. (60)

o

o

o

o

o

takes into
account
individual
abilities when
teaching staff
members. (61)

o

o

o

o

o

provides
information
necessary for
task
completion.
(62)

o

o

o

o

o

obtains staff
assistance in
reaching
school goals.
(63)

o

o

o

o

o

keeps
commitments.
(64)

o

o

o

o

o

shares
leadership
responsibilities
with other staff
members. (65)

o

o

o

o

o
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secures
support from
outside the
school when
needed to
reach school
goals. (66)

o

o

o

o

o

coaches staff
members on
an individual
basis. (67)

o

o

o

o

o

provides
feedback on
progress
toward
completing a
task. (68)

o

o

o

o

o

is trustworthy.
(69)

o

o

o

o

o

encourages
staff to try
new ways to
accomplish
their work.
(70)

o

o

o

o

o

promotes
teamwork in
reaching
school goals.
(71)

o

o

o

o

o
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expects
excellence
from staff.
(72)

o

o

o

o

o

behaves in
ways that
strengthens
respect from
staff
members.
(73)

o

o

o

o

o

involves other
staff
members in
performing
leadership
activities. (74)

o

o

o

o

o

expresses
confidence in
staff
members'
collective
ability to
reach school
goals. (75)

o

o

o

o

o

is someone
that staff
members are
proud to be
associated
with. (76)

o

o

o

o

o

suggests new
ways of
getting tasks
completed.
(77)

o

o

o

o

o
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expects that
members of
the staff will
take the
initiative on
completing
tasks. (78)

o

o

o

o

o

challenges
staff
members to
reconsider
how they do
things. (79)

o

o

o

o

o

expects that
staff
members will
give tasks
their best
effort. (80)

o

o

o

o

o

asks
questions
that stimulate
staff
members to
consider
ways to
improve their
work
performance.
(81)

o

o

o

o

o

models
behaviors
that other
staff are
asked to
perform. (82)

o

o

o

o

o
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prepares for
challenges
that may
result from
changes in
the school.
(83)

o

o

o

o

o

takes bold
actions in
order to
achieve
school
objectives.
(84)

o

o

o

o

o

o

o

o

o

o

searches
outside the
school for
ways to
facilitate
organizational
improvement.
(86)

o

o

o

o

o

develops new
school goals.
(87)

o

o

o

o

o

recognizes
individual
staff
members'
needs and
desires. (85)
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performs
tasks other
than own,
when
necessary, to
fulfill school
objectives.
(88)

o

o

o

o

o

encourages
staff to share
suggestions
in how new
school goals
will be
implemented.
(89)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

shows
appreciation
when the
staff
collectively
strive toward
reaching
school goals.
(90)
behaves
consistently
with school
goals. (91)
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seeks school
interests over
personal
interests. (92)

o

o

o

o

o

conveys
confidence in
staff
members'
ability to
accomplish
tasks. (93)

o

o

o

o

o

shows selfconfidence.
(94)

o

o

o

o

o

does not
criticize
school
members'
ideas even
when
different from
own. (95)

o

o

o

o

o

helps staff
members set
attainable
goals to
accomplish
work tasks.
(96)

o

o

o

o

o
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Transformational Leadership Survey
Teachers Version
Start of Block: Default Question Block

مسح القيادة التحويلي ة

تعليمات
يطرح هذا ا�ستط�ع أسئل ة حول أسلوب القيادةلمدير المدرس ة .ستحكم على عدد المرات التييناسب هاكلبيانللشخص الذيتقوم
في ةفقط .يتم طلب رمز الرابط المج هولبحيثيمكن" ربط "المعلومات التي
فيقصير�غراض وص
بتقييم ه .يبدأ ا�ستبيانبقسم ديموغرا
تعطي ها ا�نبردودك على ا�سئل ة المماثل ة التيقديتم طرح ها�حقًا .
�كمال النموذج ،يرجى النقر على الدوائر المناسب ة .
إذا كنت�تشعربا�رتياح �عطاء إجاب ةلبيان معين ،فيمكنكتخطي ذلك وا�نتقال إلى العبارة التالي ة  .إذا كان هناك عنصر�ينطبق
عليك أو على مكان عملك ،اترك هفار ً
غا .

سيتم استخدام رمز الرابط المج هول أدناهلمطابق ة البيانات دون استخدام اسمك أو معلوماتك التييمكن من خ�ل ها التعرف عليك .
يرجى إكمال العناصر التالي ةلرمزك المج هول :

o
________________________________________________ (5) oيوم المي�د
________________________________________________ (6) oش هر مي�دك
________________________________________________ (7) oالحرف ا�ول من اسمك ا�وسط
________________________________________________ (8) oالحرف ا�ول من المدين ة التي
ولدتفي ها.
)________________________________________________ (4الحرف ا�ول من اسمك ا�ول

o

) ________________________________________________ (9اكتب رمز الربط المج هولفي
هذا المربع  ،علىسبيل المثالF59EA
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هل أنت: Q1

o
o

) (1ذكر
) (2أنثى

أعلى درجة علمية[  :اختر واحدةفقط] Q2

o
o
o
o
o
o
o

)� (1يوجد دبلوم المدرس ة الثانوي ة أو مايعادل ها
) (2ش هادة الدراس ة الثانوي ة أو مايعادل ها
)(3بعض الكليات  ،ولكن �يوجد درج ة
) (4درج ة البكالريوس
) (5ماجيستير
) (6درج ة الدكتوراه أو مايعادل ها
) (7آخر
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في الحالي[ :ضع ع�م ة علىكل ماينطبق] Q3
الموقف الوظي

o
o
o
o
o
o
o
o

) (1معلم الصف
) (2منسق
) (3دعم الط�ب
)ُ (4مو ّج ه
) (5أمين مكتب ة
) (6نائب رئيس المدرس ة
) (7مدير المدرس ة
) (8آخر

ما مدى خبرتكفي التدريس؟Q4

o
o
o
o
o
o
o

) (1سن ة
) (2منسن ة - 3سنوات
) (3من  4إلى  5سنوات
) (4من  6إلى  10سنوات
) (5من  11إلى  15سن ة
) (6من  16إلى  20سن ة
) (7أكثر من 21سن ة
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منذ متى وانتفي عملك الحالي ؟Q5

o
o
o
o
o

 (1) 0-6أش هر
هرا
) (2من  6إلى  11ش ً
) (3من  1الى  3سنوات
) (4من  3الى  5سنوات
) (5أكثر من 5سنوات

كم عدد الط�ب الذينتقومبتدريس هم حاليًا؟Q6

o
(2) 1-10 o
(3) 11-20 o
(4) 21-30 o
(5) 31-40 o
(6) > 40 o
(1) 0

فا ًلك. Q7
حدد البيان ا�
فضل وص

o
o
o

) (1أنا على مستوىتنظيمي أعلى من الشخص الذي أقيّم ه.
ف ه.
) (2أنا علىنفس المستوى التنظيميللشخص الذي أقومبتصني
) (3أنا على مستوىتنظيمي أقل من الشخص الذي أقيّم ه.
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فضلشيئللشخص الذيتقومبتقييم ه. Q8
حدد العبارة التيتصف أ

o
o
o

) (1أنا أعتبر هذا الشخص عالي ا�دارة.
) (2أنا أعتبر هذا الشخص متوسط ا�دارة.
) (3أنا أعتبر هذا الشخصضعيف ا�دارة.

فعلي ةفي المدرس ةباستخدام مقياس من  5نقاطيتراوح من 1
يرجىتقييم مدىتزامنكلسلوك من السلوكيات الست ة معسلوكياتك ال
(ليسصحي ًحا على ا�ط�ق )إلى(  5صحيح جدًابالنسب ةلي ).البنود هي عن الش هرين الماضيينقبل ا�ختبار. Q9
)(5صحيح جدا
)(1ليسصحي ًحا
) (4مقياس النقط ة
) (3مقياس النقط ة
) (2مقياس النقط ة
مني مقياس النقط ة
على ا�ط�ق
4
3
2
5
مقياس النقط ة1
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) (1أنا حريص
علىإيجاد طرق
فضل�داء عملي
أ
فكير
من خ�ل الت
اليقظ.

o

) (2أسعى
للحصول على أداء
في عالي
وظي
الجودة.

o

) (3أقومبج هد
فيللحصول
إضا
على المعلومات
والم هارات ال�زم ة
لعملي.

o

) (4أحاول إجراء
تغييرات مناسب ة
فق مع
تتوا
معتقداتي الم هني ة
حتى عندما �
أكون معتادًا على
الموقف.

o

) (5عندما أشارك
فيصنع القرار ،
أضع أولوي ة أعلى
فتيبد�ً
على وظي
من اهتماماتي
الشخصي ة.

o

) (6أشاركفي
الشؤون المدرسي ة
في ة
دونفوائد إضا
 ،والتييمكنني
التعامل مع هابشكل
جيد.

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o

o

o

o

o
o
o

o

o

o

استخدم مقياس التقييم التالي :

الشخص الذي أقيم. . . Q10
)(1
على ا�ط�ق

) (2واحدفي حين

)(3بعض ا�حيان
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)(4في كثير من
ا�حيان إلى حد ما

)(5في كثير من
ا�حيان إنلميكن
دائما

)(1يظ هر
التصميم على
ف ة.
الوظي

o

)(2يحاول
لتحسين المدرس ة
من خ�لاتباع
ن هج جديدللعمل
كالمعتاد.

o

)(3يجعل
الموظفين على
دراي ةبالحاج ة إلى
التغييرفي
المدرس ة.

o

)(4يعامل
فراد ،
الموظفينكأ
وليس كمجموع ة
جماعي ة.

o

صا
)(5يو
فرفر ً
للموظفين
للمشارك ةفياتخاذ
القرارات التي
تؤثر على المدرس ة.

o

)(6يؤدي
وظائف القيادة
كجزء منفريق
القيادة.

o

)(7ينجز الم هام
ف ة عن
بطريق ة مختل
معظم الناس
ا�خرين.

o

)(8يعبر عن
تقديره على أساس
فردي�داء
الموظفين العالي.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o

فرص
)(9يتيح ال
للموظفينلتحمل
المسؤولي ة
ا�ساسي ة عن
الم هام.

o

)� (10يتصف
بالصدق.

o

)(11يحاول
طرق القيامبأشياء
ف ة عن القاعدة.
مختل

o

)(12يتحلى
با�ملفي مستقبل
المدرس ة.

o

)(13يعامل
الموظفينبكرام ة
واحترام.

o

)(14يعين
فراد
الموظفين ا�
فيذ أ هداف
لقيادةتن
المدرس ة.

o

)(15يتصل
باحتياجات
المدرس ة.

o

) (16هو ودود،
يمكن الوصول إلي ه
.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o

)(17يأخذ
المخاطر
الشخصي ة المناسب ة
من أجلتحسين
المدرس ة.

o

فر
)(18يو
فز �داء
حوا
الموظفين العالي

o

)(19يحددنقاط
الضعففي
المدرس ة.

o

)(20يقوم
فراد
فيز ا�
بتح
الموظفين

o

)(21يأخذ
المخاطر
الشخصي ةفي
متابع ة أ هداف
المدرس ة.

o

)(22يسعى
للحصول على
فرص جديدة داخل
المدرس ةلتحقيق
ا� هداف التنظيمي ة.

o

)(23يأخذبعين
ا�عتبار احتياجات
الموظفين عند
وضع ا� هداف
المدرسي ة الجديدة.

o

)(24يخصص
بعض رؤوس
أموال المدرس ة
لغرض وحيد هو
ا�عترافبأداء
الموظفين العالي.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o

)(25يمثل الم هام
التيتبني المنظم ة
المدرسي ة.

o

)(26يشجع
ردود الموظفين
في اختيار أ هداف
المدرس ة الجديدة.

o

) (27على
استعدادللتضحي ة
شخصيا من أجل
المدرس ة.

o

)(28يحدد القيود
التيقدتعيق
التحسين التنظيمي
للمدرس ة.

o

)(29يطور
أ هداف المدرس ة
الجديدة.

o

)(30يعين الم هام
على أساس
اهتمامات
الموظفين.

o

)(31يتخذ
قراراتشخصي ة
جريئ ة  ،إذالزم
ا�مر ،لتحسين
المدرس ة.

o

)(32يستغرق
وقتًا طوي� ًل�ب�غ
عن التقدير�داء
الموظفين العالي.

o

)(33يتحدث عن
ا� هداف المستقبل
المدرس ة.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o
o

)� (34يحترم
مشاعر الموظفين
الشخصي ة.

o

)(35يسمح
للموظفينباتخاذ
القرارات ،في
إطار ا�تفاقات
التعاقدي ة  ،على
في ة إنجاز عمل هم.
كي

o

)(36يظ هر
الحماس حول
متابع ة أ هداف
المدرس ة.

o

)(37يأخذفي
ا�عتبار ا�ثار
ا�خ�قي ة
ل�جراءات.

o

)(38يقوم
بتحويل التحديات
إلىفرص.

o

)(39يستخدم
ا�ستعارات و  /أو
ا�دوات البصري ة
لنقل جدول
ا�عمال الوطني
وأ هداف المدرس ة.

o

)(40يتبع
تفويض الم همات
مع الدعم والتشجيع.

o

)(41يض هر
الثق ةبأن أ هداف
المدرس ةستتحقق.

o

)(42يعبر عن
القيم المشترك ةبين
أعضاء هيئ ة
التدريس.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

244

o
o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o
o

)(43يعبر عن
رؤي ة واضح ة
لمستقبل المدرس ة.

o

فز
)(44يقدم حوا
فردي ةللمسا هم ة
فيتحقيق أ هداف
المدرس ة.

o

)(45يرى أنيتم
منح السلط ة
للموظفين من أجل
إنجاز الم هام.

o

)(46يحدد
بوضوح الخطوات
ال�زم ةللوصول
إلى أ هداف
المدرس ة.

o

)(47يشجع
سلوكيات
فق
الموظفينبمايت
مع القيم المشترك ة
بين جميع
ا�عضاء.

o

)(48يعترف
بشكلإيجابي
بالحلول ا�بداعي ة
للمشاكل.

o

فًا
)(49يحدد أ هدا
ممكن ةللوصول
إلى أ هداف
المدرس ة.

o

)(50يقدمفرص
فردي
التعليم ال
للموظفين من أجل
النمو الم هني.

o

فر الدعم
)(51يو
المطلوب�نجاز
الم هم ة.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o
o

) (52ساعد
الموظفين على
ف ةكيفيمكن
معر
الوصول إلى
ف هم من خ�ل
أ هدا
متابع ة أ هداف
المدرس ة

o

)(53يتصرف
باستمرار مع القيم
المشترك ةبين
أعضاء هيئ ة
التدريس.

o

)(54يشجع
فكار غير
ا�
الخاص ة.

o

)(55يعين
مجموعات
الموظفينلمناقش ة
تحديد أ هداف
المدرس ة الجديدة.

o

)(56يخصص
في ة
الموارد الكا
ل�نت هاء من الم هام.

o

)(57يوضح
الم هام التيت هدف
إلىتحقيق أ هداف
المدرس ة.

o

)(58يريد من
الموظفينتشجيع
بعض هم البعضفي
عمل هم.

o

)(59يتصف
با�حترمفي
التعامل مع أخطاء
الموظفين.

o

)(60يخصص
المواردنحو
أ هداف المدرس ة.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o

o
o
o
o
o
o
o
o

o

o
o
o
o
o
o
o
o

)(61يأخذبعين
ا�عتبار القدرات
فردي ة عند
ال
أعضاء هيئ ة
التدريس.

o

فر
)(62يو
المعلومات ال�زم ة
�نجاز الم هم ة.

o

)(63يحصل
على مساعدة
الموظفينفي
الوصول إلى
أ هداف المدرس ة.

o

فظ على
)(64يحا
ا�لتزام.

o

)(65يشارك
المسؤوليات
القيادي ة مع
الموظفين ا�خرين.

o

)(66يؤمن الدعم
من خارج المدرس ة
عند الحاج ة
للوصول إلى
أ هداف المدرس ة.

o

)(67يقوم
بتدريب الموظفين
على أساسفردي.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
o
o
o
o
o
o

o
o
o
o
o
o
o

)(68يقدم
م�حظات حول
التقدمنحو إكمال
الم هم ة.

o

o

o

o

o

) (69جديربالثق ة.

o

o

o

o

o

)(70يشجع
الموظفين على
تجرب ة طرق جديدة
�نجاز عمل هم.

o

o

o
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o

o

)(71يعزز
العمل الجماعيفي
الوصول إلى
أ هداف المدرس ة.

o

)(72يتوقع
التميز من
الموظفين.

o

)(73يتصرف
بطرقتعزز
ا�حترام من
الموظفين.

o

)(74يقوم
بإشراك موظفين
آخرينفي القيام
بأنشط ة القيادة.

o

)(75تعرب عن
ثقت هفي القدرة
الجماعي ةللموظفين
للوصول إلى
أ هداف المدرس ة.

o

) (76هوشخص
يفخر الموظفون
با�نضمام إلي ه.

o

)(77يقترح
طرقًا جديدة
�نجاز الم هام.

o

)(78يتوقع أن
يقوم أعضاء
الطاقمبزمام
المبادرةفي إنجاز
الم هام.

o

)(79يتحدى
الموظفين�عادة
في ة
النظرفي كي
قيام همبأشياء.

o

)(80يتوقع أن
يقوم الموظفون
بإعطاء الم هام
قصارى ج هد هم.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o
o
o

)(81يطرح
فز
ا�سئل ة التيتح
الموظفينللنظر
في طرقلتحسين
أداء العمل.
)(82يعرض
السلوكيات
النموذجي ة التي
يطلب من
الموظفين ا�خرين
أداء ها.

o
o

)(83يستعد
للتحديات التيقد
تنجم عن
التغييراتفي
المدرس ة.

o

)(84يتخذ
إجراءات جريئ ة
من أجلتحقيق
أ هداف المدرس ة.

o

)(85يعترف
باحتياجات
ورغبات الموظفين
فردي ة.
ال

o

)(86يبحث
خارج المدرس ة
عن طرقلتس هيل
التحسين التنظيمي.

o

)(87يطور
أ هداف المدرس ة
الجديدة.

o

)(88يقومبم هام
أخرى غير م هام ه
 ،عند الضرورة ،
لتحقيق أ هداف
المدرس ة.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o
o
o
o
o
o
o
o

o
o
o
o
o
o
o
o

)(89يشجع
الموظفين على
مشارك ة
ا�قتراحات حول
فيذ أ هداف
في ةتن
كي
المدرس ة الجديدة.

o

)(90يظ هر
التقدير عندما
يسعى الموظفون
بشكل جماعي
للوصول إلى
أ هداف المدرس ة.

o

)(91يتصرف
باستمرار مع
أ هداف المدرس ة.

o

)(92يبدي
المصالح المدرسي ة
على المصالح
الشخصي ة.

o

)(93ينقل الثق ة
فيقدرة الموظفين
على إنجاز الم هام.

o

)(94يدل على
فس.
الثق ةبالن

o

)� (95ينتقد
فكار أعضاء
أ
المدرس ة حتى
عندماتختلف عن
فكاره.
أ

o

)(96يساعد
الموظفين على
وضع أ هدافقابل ة
للتحقيق�نجاز
م هام العمل.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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o

o
o
o
o
o
o
o

o

o
o
o
o
o
o
o

Appendix G: Permission Letters
AC Executive Principal Steven Geraghty <steven.geraghty@rakacademy.org>

May 19, 2019,
8:13 AM

to LMT, me
Dear Valerie,
Please go ahead with the study. We wish you the best of luck.
Kind regards,
Steve
Steven Geraghty
Executive Principal
Email : steven.geraghty@rakacademy.org
Web : www.rakacademy.org

Valerie Aimakhu <uga29259@bethel.edu>

May 21, 2019,
11:55 AM

Dear Steven,
I am so glad RAK Academy primary schools will be participating in my study.
I have attached a copy of the letter which you need to sign and tick to indicate you have given me
approval to conduct the study.
I ask Joud for the email addresses of the faculty/staff in the four primary schools and the international
secondary school participating in the study.
I will send you the date when I will commence data collection and the sample email for your staff.
I can come and pick up the form when it is ready.
Thanks for your support.
Valerie
AC Joud Sarmini <joud.sarmini@rakacademy.org>

Hi Valerie
Please find your letter attached.
Regards
Joud Sarmini
Principal's PA
Admin
RAK Academy
Email : joud.sarmini@rakacademy.org
Web : www.rakacademy.org
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May 22, 2019,
2:04 PM

252

Dan Curry <Dan.Curry@tws-rak.org>

Hi Valerie,
Our admin team met and agreed to participate in your research. Let me know how you want to proceed.
Regards,
Dan
Daniel Curry
Head Principal

Valerie Aimakhu <uga29259@bethel.edu>

May
21, 2019,
11:44 AM

Dear Dan,
I am so glad you and your team have agreed to participate in my study.
I have attached a copy of the letter which you need to sign and tick to indicate you have given me approval
to conduct the study.
I will also need the email addresses for your faculty/staff participating in the study.
I will send you the date when I will commence data collection and the sample email for your staff.
I can come and pick up the form when it is ready.
Thanks for your support.
Valerie
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Appendix H: Data Collection Letter to Principals
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Appendix I: Data Collection Letter to Faculty
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Appendix J: Bethel University Institutional Review Board Approval
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